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Abstract
Parkland College is a community college of approximately
8,000 students located in Champaign, Illinois.

The faculty

and administrative staff is concerned with student
retention, particularly the retention of those students in
the pre-college or underprepared category who take courses
that are below the college level.

This retention study

identified characteristics of underprepared students,
interventions that had been successful at model community
colleges, and recommended program implications for the
future.
The study provided base-line data regarding
characteristics of the 1346 underprepared students at
Parkland College who were taking remedial coursework in the
fall of 1988.

Data was also gathered for the 612 first-

time developmental students with regard to full-time and
part-time status, ethnicity, sex, age, program selection,
high school rank, and ACT scores.

This was compared with

the data from the fall of 1989 to determine which students
had returned to Parkland for another term and which students
had dropped out .

A Chi-square statistical analysis was

performed at the University of Illinois using the
Statistical Analysis System to discover which categories
were significant at the .05 level.
A profile was then drawn of the pre-college student at
Parkland College.

This profile indicated that members of
i

the underprepared group were younger, predominantly fulltime, and more likely to be male and Black than the student
population as a whole.

Parkland was attracting a higher

percentage of first-time students in the pre-college program
than in its regular program.

The first-time developmental

students who were in the lower high school quartile, male,
Black, part-time, or who had low ACT scores were the ones
more likely to drop out.

These students should be

Parkland's target population for curricular, advising, and
budgetary intervention .

ii
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CHAPTER I
INTRODUCTION
Parkland College is a public community college located
in central Illinois that serves the needs of approximately
8,000 students in vocational-technical fields and in
academic areas.

Parkland is concerned with the academic and

personal growth of its students.

Because a large percentage

of those students enter without the necessary prerequisite
skills for success in college, it is necessary to provide
programming to meet the needs of this underprepared
population.

College Preparatory Education is the process of

preparing students for success in college-level coursework,
in both career and academic areas.

The open-door provision

makes the acceptance of this responsibility mandatory by
community colleges (Developmental Education Committee,
Spring, 1990).
The Parkland College faculty believed that 50-60% of
their student population was within the pre-collegiate
category, so department chairs and other key personnel
wanted more information regarding students who were
underprepared (S. Boileau, personal communication, January
19, 1990).

The focus of this study was to provide data to

better identify pre-college students who were likely to drop
out.

By having a profile of these students, Parkland could

alter its programs to better serve the needs of this special
population.
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A Description of Pre-College Programs at Parkland College
In general, students' preparatory needs fall into three
categories:

broad academic/intellectual skills such as

reading, mathematics, and writing, specific subject matter
or task-oriented skills necessary for success in particular
areas of study, and coping or survival skills such as study
skills, time management, and other personal discipline
strategies.

These categories are not mutually exclusive;

there are places where they overlap (Developmental Education
Committee, Spring, 1990).
Parkland offers preparatory assistance to students in
two ways:

through courses taught in the traditional

classroom setting and through individualized instruction in
the Learning Laboratory.

In both settings, students may

receive training in all of the three preparatory categories.
These courses are generally numbered to indicate that they
are below the college level.

The exception to this would be

the 100-level courses taken in the Learning Laboratory which
can be applied to Parkland degree programs in limited ways
(Developmental Education Committee, Spring, 1990).
Admissions
High school graduates are eligible for admission to
Parkland College.

Non-high school graduates, eighteen years

of age or older, have the opportunity to enroll in
appropriate courses and programs.

Each student is

encouraged to consult with a professional counselor for
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assistance in the selection of a program consistent with the
student's interests and abilities (Parkland College Catalog,
1989-1990).
090 Courses
Pre-GED classes or 090 courses are made up of two kinds
of students--those who completed high school but do not have
the necessary skills for college level work and those who
did not complete high school and lack basic skill
development.

Separate funding is available for each of

these two groups.
Adult Basic Education
Adult Basic Education (ABE) consists of students who
are at the skill development stage.

Some of these students

have completed the high school process but are not yet ready
for college level work.
but not a HS diploma.

Some have secondary level skills
Others do not have their GED, and

Parkland helps prepare them for that test (S. Boileau,
personal communication, January 19, 1990).
ALO

Parkland provides support to re-entry adults, age 25
and older in their Adult Learning Opportunities Program
(ALO) .

Registration assistance and information packets are

available during registration.

"Success Seminars" cover

topics such as study skills, strategies for learning math,
time management, personal problem solving, and positive
communication.

"Sponsor Programs" match new students at
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Parkland with those who have been there for at least one
semester (Parkland College Catalog, 1989-1990).
GED
If a student has achieved an eighth to ninth grade
reading level, he/she qualifies to take the General
Education Development (GED) course.
sequence of courses to be taken.

A

chart outlines the

When the student passes

the GED test, he/she should then be ready for college level
work.
Preparedness
The Preparedness Program is a support program to meet
the economic needs of disadvantaged students.

Funded by the

Illinois Community College Board and the state, this program
reaches the economically and educationally disadvantaged
student, targeting first-generation students, students who
do not know how to begin the college process, and students
from families who traditionally do not go to college
(Parkland College Catalog, 1989-1990).

A student usually

remains in the Preparedness Program for a minimum of two
semesters.
Students have an opportunity to remove academic
deficiencies through developmental courses and to take
additional courses for self-improvement.

An

award of

achievement can be earned following successful completion of
these courses.
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A Public Assistance Program provides federal funds for
public aid clients to return to school for education and
training.

Free tuition, books, and Mass Transit District

bus passes are available to qualifying students for up to
six credit hours per semester (Parkland College Catalog,
1989-1990).
Educational Planning Center
The Educational Planning Center is composed of
Assessment, Advising, Career Planning and Placement, and
Counseling.

Student "Orientation/Success Seminars" enable

new students to learn about Parkland.

Job placement and

transfer services are also part of Educational Planning.
Faculty advisors assist students in course selection and
help them with academic problems.

A personal interview is

offered to all students to discuss educational, vocational,
and personal goals.

Assessing interests, abilities, and

aptitudes can be a part of the process (Parkland College
Catalog, 1989-1990).
The Educational Planning Center is also involved in
college recruitment.

It will continue to be a challenge to

identify the pre-college students, recruit them, and help
them adjust at Parkland.

Students may need a combination of

programs and an attachment with a concerned faculty member
in order to become successful (S. Boileau, personal
communication, January 19, 1990).
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Student Support Services
There are a variety of student support services for the
special needs student as well as the international student.
Administration and counseling services are provided for
foreign students.

In addition to special testing

procedures, textbooks are taped, tutorial assistance
provided, and provision made for classroom notetakers.
There is special assistance for veterans, reservists, and
servicepersons (Parkland College Catalog, 1989-1990).
The Learning Lab and the Writing Clinic
The Learning Lab offers students help with skills in
reading, math, studying, and writing.
individualized program of study.

Students use an

They can also receive

occasional help with specific math problems or study skills
at no cost and with no credit.
A Writing Clinic provides assistance to any Parkland
student having difficulty with that subject.

English

instructors are available during specific hours, and the
center is equipped with IBM word processing programs
(Parkland College Catalog, 1989-1990).
Placement Services
The college provides job placement services for
students and graduates seeking part-ti.me and full-ti.me
employment.

A job bulletin, "Out There", is published

weekly during the academic year.

Graduating students can

keep a credential file at the college and be informed by
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mail of all job listings and recruiting interviews being
conducted in their career field.

An

annual follow-up survey

of Parkland graduates from career programs is available for
public inspection (Parkland College Catalog, 1989-1990).
The Welcome Center
Prospective students and their families are encouraged
to begin their Parkland visit at the Welcome Center.

There,

they can arrange a campus tour, learn about campus services
and resources, and ask questions of the staff.

Information

about career and transfer programs is also available.

"The

Parkland Sampler" offers the community a chance to learn
more about the college through a tour, a sample learning
experience, and a question and answer session with an
Admissions Representative.

"The Sampler" is offered at no

charge on the second Tuesday of each month at 10:30 a.m. and
6:00 p.m. (Parkland College Catalog, 1989-1990) .
Financial Aid
In the Office of Financial Aid and Veteran's Affairs,
Parkland College administers comprehensive financial aid
programs which include grants, loans, scholarships, and
part-time employment.

The purpose of financial aid programs

is to provide assistance to students who, without such aid,
would be unable to attend college.

However, Parkland

strongly believes that the students and their families have
primary responsibility for providing financial support in
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acquiring a college education (Parkland College Catalog,
1989-1990).
History of the Developmental Education Committee at Parkland

Developmental programs provide academically deficient
students with an opportunity to prepare themselves for
college-level work.

In 1988, the former president of

Parkland, Dr. Paul Magelli, recommended the hiring of a
Developmental Education Coordinator.

At the same time, the

Developmental Education Program was assigned to the
Department of Continuing and Lifelong Education.

Sandra

Boileau, director of Continuing and Lifelong Education,
suggested to Dr. Magelli that the college determine its
direction with respect to pre-college programming before
writing a job description for a coordinator (S. Boileau,
personal communication, January 19, 1990).

Ms. Boileau

believed that pre-college programming was an institutional
concern, not a departmental one.

Acting upon these

suggestions, the president appointed a Developmental
Education Advisory Committee composed of department chairs
and Ms. Boileau.

This group met and examined Parkland's

existing programs.
The initial task was to define the status of
developmental education within the college and to determine
if the appropriate placement was within the Department of
Continuing and Lifelong Education.

The committee was

composed of the chairs from the following areas:

English,
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Reading, Math, Social Science, the Learning Laboratory, and
Student Services.
facilitator.

Ms. Boileau acted in the capacity of

Part of her role was to assess the internal

climate of the institution so that any change would
interface with the organizational structure.

The objective

of the Developmental Education Committee was to reach a
consensus about pre-college programming and to prepare a
proposal for the college's central administration.

It

became apparent that a separate Developmental Education
Department was not necessary because the instructional
components for the underprepared students were already in
place within the individual departments.

The committee

further felt they could effectively serve the population
without having the same program for every student (S.
Boileau, personal communication, January 19, 1990).
The Developmental Education Committee was unsure of the
age breakdown, ethnicity, part-time-full-time status, sex,
student intent, ACT scores, high school quartile, as well as
other variables related to underpreparedness.

They did not

know which students were successful and which were not.
Another unknown was the retention rate for these students.
A major concern of this committee was how the institution
could better serve the needs of this group.
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The Proposal Developed by the
Developmental Education Committee
The proposal that was created was consistent with the
decentralized organization of Parkland College.

The

advisory committee believed that all new students should
undergo systematic assessment and referral at the time of
entry .

Currently, only English and math courses require

testing for placement.

If assessments indicate that the

student is at a pre-college level in more than one academic
area, he/she is referred for appropriate assistance or
further testing.

Established programs and services are

available for students who are Learning Disabled, lacking in
basic skills, handicapped, disadvantaged, or non-English
speaking.

However, it is conceivable that a student,

especially a part-time student, might never be assessed and
channeled to the appropriate programs or services.

Not all

students can be placed into the above-mentioned categories .
Because of the importance of the sorting and referral
pr ocess, the Developmental Education Committee recommended
that when more funding became available, it should be
allocated to the Educational Planning Center for assessment
and counseling (S. Boileau, personal communication, January
19, 1990).

Staff Input
The second recommendation made by the committee was to
identify the people at the college who interacted with
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underprepared students.

These faculty members could then

study the characteristics of Parkland's students.

They

could also examine Parkland's existing programs and
services, what was happening in developmental education
elsewhere, and gather for staff development at least once a
semester.

While it was recognized that an instructor's

first responsibility was to a department, his/her secondary
identification was an interest in working with underprepared
students.

This brought together teachers, counselors,

assessment personnel, and special programmers.

The first

meeting of this larger group was held on April 26, 1990.
The trends in developmental education were discussed in an
informal setting where participants asked questions and
provided input.

Following this meeting, the Developmental

Education Committee revised and finalized the plan that was
to be presented to the central administration.
Recommendations from the April 26th Meeting

1.

Computerize the record keeping process.

Data

should be collected for indivividual students as
well as statistics for the whole college so that trends
can be determined.

The advising process should include

keeping track of students' progress.

Follow-up data is

necessary so that information can be obtained from
graduates.
2.

Select advisors from Parkland's faculty, not
volunteers or amateurs.

They should be trained, guided,
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supervised, and adequately compensated.
4.

Provide staff development funds for teachers interested
in guidance and recognize these staff on a regular
basis.

5.

Increase the assessment staff so that all in-coming
students are assessed.

6.

Mandate counseling for underprepared students
as soon as funding becomes available.

7.

Explore financial aid options with pre-college students.

8.

Hire a special L.D. advisor, trained in working with
special needs' students.

9.

Teach "learning how to learn skills," such as
note-taking, test-taking, and reading directions.

10. Determine what policies need to be changed.

Assist in

changing them at the board level.
11. Determine students' long term goals.
12. Look into the length of class time.

Some students may

work more productively for 60 minutes rather than
75-120 minutes.
13. Offer students some type of credit for courses.
Parkland should study this situation.
14. Convince students that they are at Parkland to learn
something of worth.

The staff needs to be united in

this effort so that students will become convinced.
15. Articulate needs to business and industry so that
Parkland's programs can be connected with local
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businesses.

Invite input from local businessmen and

businesswomen so coursework will be seen as relevant to
future careers.
Current Assessment Procedure at Parkland
Before any part-time or full-time student is placed in
an English or mathematics course, he/she must be assessed.
With an ACT English score of 18- 20 or higher , students are
placed into English 101 without testing.

These scores were

revised upward in October, 1989, based on the new ACT
Enhanced Test.

The Parkland ACT cut-off scores are fairly

high when compared to other two and four-year colleges.
Meeting prerequisites through previous college courses can
be used in place of assessment if the student has the
appropriate transcript or evidence (M. Kaput, personal
communication, March 5, 1990).
Approximately 1800 English and 1800 math tests are
given each year at Parkland.

Totally, the Assessment Center

administered nearly 8000 tests in 1988- 1989, including
academic , interest, career, and standardized tests (M.
Kaput, personal communication, March 5, 1990).

There are

currently two full-time employees working in the testing
center (one administrator and one non-academic employee) and
another half-time person who is shared with student
services.
Student "Success Seminars" are available for all
first-time, full-time students.

Thirty-nine "Success
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Seminars" were given in the fall semester of 1989 and will
again be given in the fall semester of 1990.

The agenda

consists of testing, orientation, counselor appointments,
selection of classes, and a campus tour (M. Kaput, personal
communication, March 5, 1990).
The Parkland math inventory consists of ten questions.
Based on the score of this initial test (an average number
of correct answers is 3 out of 10), the students then take
another math test (Arithmetic, Algebra I, Algebra II, or
Algebra III) which helps place them in the correct math
course.
The Gates-McGinitie Reading Test, Level E, Form 2, is
given as part of the English assessment (M. Kaput, personal
communication, March 5, 1990).

The English/reading profile

consists of a reading comprehension test, a grammar/usage
test, and a writing sample which is graded by instructors in
the English department.

The students can choose one of two

writing prompts and are encouraged to spend a few minutes
planning their paper.

It is suggested that they then spend

the thirty minute time period writing one to two pages .
Proofreading their writing is also recommended.

Following

the tests, the English evaluators indicate problem areas in
writing as well as a grade-equivalent for reading.

These

grade equivalents correlate with courses listed in the
course catalogue.

Students take another form of the Gates-
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McGinitie once they are placed in a reading class to make
sure the placement is appropriate.
The English grammar test is published by ACT and is
called the English Usage Test (EUT) which is part of the
Assessment of Skills for Successful Entry and Transfer
(ASSET) and deals with grammar, usage, punctuation,
spelling, and verb tense (M. Kaput, personal communication,
March 5, 1990).

It was specifically designed for the

community college student and consists of sixty-four
questions.

Students who are placed in a preparatory English

class (ENG 097, 098, and 099) must also enroll in a
companion Critical Comprehension Skill Class (CCS) which
includes a reading component as well as other developmental
skills.
If a student believes he/she has been inappropriately
placed in an English or math class, an appeal process is
available.

If the writing sample was the only area where

the score was below the college level, this test may be
rewritten without a minimum waiting period.

Students may

also be placed in a higher or lower English class based on a
writing exercise assigned during the first week of class.
Students may be allowed to enroll in the next level math
class providing they have gone through the math appeal
process and earned a score of 80% or higher on their first
math test.

If they do not score at least 80% on this test,

they must drop back to the recommended math level.

This
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process is supervised by the head of the math department (M.
Kaput, personal communication, March S, 1990).
Statement of Problem
In the fall of 1988, Parkland College had a high
percentage of students who entered without sufficient skills
to be successful at college level coursework.

Department

chairs and other personnel believed that these pre-college
students needed more academic and emotional guidance.
Parkland had existing data in their data bank that had
not previously been analyzed with regard to successful
program completion by the pre-college student.

While the

faculty and staff were concerned about retention, there had
been no attempt to draw a profile of the underprepared
population at Parkland.

This research project drew this

profile as well as provided base-line data for future
studies.
Definitions-For the Purposes of this Study
1.

underprepared/developmental/pre-collegiate/pre-college
student--a student who was assessed at a skill level
which was below the recommended level for college work.

2.

retention--the ability of the institution to have
students return until they have completed their goals.

3.

nonpersisters or dropouts--students who dropped out of
college not having completed their goals.

4.

commuters--students who did not live on campus.

5.

adult student--any student who was twenty-five years of
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age or older.
6.

traditional students--those who began college at 17-19
years of age, immediately after high school.

7.

stop-outs--those students who took a break of one or
more years between high school and college.

8.

full-time student--one who carried 12 credit hours or
more during a given semester.

9.

part-time student--one who carried less than 12 credit
hours during a given semester.

10. low-income--students who received financial aid or who
were supporting themselves in school with a great
struggle.

They may be economically disadvantaged.

11. assessment--testing to determine academic placement;
this could have included additional tests to determine
career interests, personality qualities, abilities,
etc.
12. community or junior college--a two-year institution.
13. undecided students--students who were unsure of their
career interests and goals.
14. degree-seeker--a student who was interested in pursuing
a college or associate degree.
15. self-determined students--those students who worked with
a minimum of supervision and were aware of their career
direction and goals.
16. nontraditional students--adults, older women, veterans,
those whose jobs had been changed or eliminated,
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retirees, and groups of individuals who historically
have not accessed higher education.
17. at-risk students--students who had a high potential for
dropping out.
18. individualized instruction--instruction that was
tailored to meet an individual student's needs .
19. freshrnan--a student who had earned less than 30 semester
hours.
20. sophomore--a student who had earned 30 or more semester
hours.
21. Unclassified student--one who was a course enrollee,
not a full-time student.

He/she had not completed all

the application procedures or submitted the required
credentials for full-time status.
24. M-D--Miami-Dade Community College in Miami, Florida.
25 . AA--Academic Alert letter at Miami-Dade used to notify
a student of his/her performance early in a semester.
26 . SUS--State University System in Florida .
27. AGIS--Advisement and Graduation System used at
Miami-Dade to assist in the advisement of students.
28. CLAST--College Level Academic Skills Test given
to all students desiring entry into the SUS system.
29. SOAP--Standards of Academic Progress--A system of
warning, probation, and suspension at Miami-Dade.
30. ABE--Adult Basic Education
31. GED--General Development Education
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32. program intent-The program the student intended to take

at Parkland: career, transfer, remedial, or coursework
for personal growth and development.
33 . SIGI-A computerized system to facilitate the

career-planning process.

The System of Interactive

Guidance and Information was developed by the
Educational Testing Service (ETS).
List of Characteristics Investigated
The data collection included the following
characteristics:

age, sex, ethnicity, intent (why the

student said he/she was in college), full or part-time
status, high school quartile, ACT composite score, and high
school or GED completion year.
Limitations
The statistics in this research study were limited to
the available data from the fall of 1988 and the fall of
1989 and were specific for the pre-college students at
Parkland College during those terms.

Because this was the

first study of this nature at Parkland, it should be
repeated again to determine whether the results are
consistent over time.

This information can not be

generalized to other community colleges although similar
studies could be conducted to analyze similarities and
differences in student populations.

Furthermore, the

results of this report can not be generalized to the regular
population at Parkland College.
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The existing data bank at Parkland had some gaps in ACT
scores and high school rank.

The Chi-Square analysis in

these areas contained warnings as to the reliability of the
results.

Because the information about the program intent

was reported by the student, it was subject to the students'
own perceptions as to why they had enrolled at Parkland.
While the staff at Parkland believed that 50-60% of its
population were underprepared, the percentage taking one or
more developmental courses was only 17% in the fall of 1988.
This discrepancy could have been a result of the lack of
mandatory assessment for part-time students.

These students

often self-selected their own program and may not have taken
remedial courses.
A student might have come to Parkland with the
intention of taking only one course.

This student would be

considered a dropout if he/she did not re-enroll the
following semester or year.

However, no data was available

from the students as to why they were dropping out.
Historically, many students drop out because they do
not have enough financial support.

There was a small sample

at Parkland (15.7% which was self-reported) who said they
were economically disadvantaged.
to analyze.

This sample was too small

More information was needed with regard to the

student's economic condition.
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Importance of this Study
This pioneer study was important for Parkland College
because it provided them with two profiles.

The first

profile characterized Parkland's developmental student
population in the fall of 1988.

The second profile provided

information about the underprepared dropout.

This

information could have budgetary, curricular, and program
implications for the college.

The base-line data was a

point from which subsequent research could be compared.

The

topic of retention was a timely one; it has been a concern
of colleges all over the nation.

With the dropout rate

being very high nationally, it is important for colleges to
do research in this area.

The department chairs and other

faculty believed that the instructional program was in place
at Parkland but that the assessment and advisement
components needed further development in order to better
serve the underprepared.

Many staff wanted a campus-wide

coordination of the assessment, sorting, and advisement of
students.

The data from this study provided the college

with a target population to facilitate this process.
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CHAPTER II-RELATED RESEARCH
Characteristics of Students Who Dropped Out
Attrition from higher education seems inevitable.

It

has been considered universal phenomenon, common to all
types of institutions of higher education (Lenning, Beal, &
Sauer, 1980).

The rate of attrition across institutions

over the last four decades has been reported as stable
(Mayhew, 1980; Tinto, 1981).

Understanding why students

leave is crucial to altering institutionally based
conditions which promote attrition.
Vincent Tinto (1981) stated that a college should have
a mission statement that expresses its characteristics and
goals to give to incoming students.

Recruitment efforts

should concentrate on the type of student the institution is
best able to serve.

Admission material must be honest,

informative, and should emphasize the distinct merits of the
institution.

The course benefits should be revised

frequently and outcomes defined in realistic ways.
Educators need to repeatedly explain to their students what
the institution has to offer.

This will encourage a good

match between the college and the population it intends to
serve.
Defining the College Dropout
Moore (Noel, Levitz, and Saluri, 1985) believed that
focusing on characteristic traits of dropouts was
counterproductive, and that the term dropout needed to be
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clearly defined.

This term primarily has involved cases of

academic dismissal and voluntary withdrawals arising when a
student was not able to intellectually and/or socially adapt
to college.

Tinto confirmed that the term should be applied

to those forms of departure involving individuals who were
unable to reasonably complete what they had come to the
institution to achieve.

Dropping out occurred when

individuals of sufficient skill, competence, and commitment
failed to achieve reasonable educational goals consistent
with the institution or failed to receive sufficient
financial, academic, or social support from the institution
that enabled them to achieve their goals (Tinto, 1988).
In the National Longitudinal Survey of the High School
Class of 1972, nearly 60 out of every 100 first-time college
entrants left their first institution without completing
their degree program (Eckland and Henderson, 1981).

Of

these departures, slightly less than half immediately
withdrew from all forms of participation in higher
education.

Another forty percent transferred to other

institutions.

The remaining eight to ten percent re-

enrolled later at the same or another institution.

Thus,

out of every 100 first-time entrants to a four-year college,
nearly 65 obtained a bachelor's degree; only forty-four did
so from the institution of initial entry.

These figures

were lower for two-year colleges.
The great bulk of student withdrawal has been

24
voluntary in nature.

No more than 25% of the dropouts did

so because they were forced to leave their college.

Most

left on their own accord; social dismissals were unusual.
Students dropped out when the costs were heavy, when they
did not sense that the benefits were being delivered or that
they were very important, and when education was not a major
priority in their lives {Noel, Levitz, and Saluri, 1985).
Academic boredom often set in because learning was not
relevant to those without goals.
Some students failed because they were unable to do the
academic work.

Incongruence may have arisen when students

perceived that the work was either too difficult or too
easy.

If the intellectual climate was at odds with their

personal intellectual climate, students tended to drop out
(Tinto, 1988).

Some were unwilling, lacking in either

motivation or interest, to apply themselves.

They may have

lacked the commitment and willingness to expend the effort
required to complete college.
but not to an institution.

Some were committed to a goal

Others withdrew because they had

failed to become integrated into the social and intellectual
communities of the college.
Part-timers persisted less than full-timers; working
students were less likely to persist than non-working
students.

However, the lifelong pattern of today's older

student, who drops in and out of college, should be studied.
Kohen, Nestel, and Karmas (1976) found that as students
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advanced from freshman status, the likelihood of their
completing a subsequent year generally increased.
Persistence varied according to the stage of undergraduate
career and was not significantly affected by socioeconomic
or marital status, race, or age (Kohen, Nestel, and Karmas,
1976) .

Students enrolled in college preparatory courses in

high school and those who received scholarship assistance in
college were less likely to leave early.
Social Communities

The more varied the social communities on campus, the
more likely it was that differing students found their
social niche.

The more socially homogeneous the group, the

greater the likelihood for a mismatch to occur because a
student who was dissimilar may have felt uncomfortable .

In

a New Zealand study, nonparticipants manifested a greater
feeling of being at odds with the institution.

The greater

the incongruence between the student and the other students,
teachers, and the institution, the greater the likelihood of
the student dropping out (Boshier, 1973 p. 260).

This study

again suggested that matching the educational environment
with its constituency was quite important.
While much of the literature supported social and
academic integration of the student into campus life, there
seemed to be a negative correlation between socialization
and persistence at a 2 and 4-year commuter campus
(Pascarella et al., 1983) .

In general, students who
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persisted at a commuter institution showed less need for
social and more need for academic integration (Pascarella
and Chapman, 1983: Pascarella et al., 1983).
Anxiety and Self-Concept
The Minnesota Multiphasic Personality Inventory has
been used to test the presence of anxiety, which has been
correlated with dropping out.

Whether this anxiety was

related to inadequacy, fear of course content, fear of
failure, or to external factors is undetermined.

If

personal energy, travel time, or study time became
burdensome, the student was more likely to drop out (Cross,
1979, 1981; and Knox, 1977).
Those students who were highly dissatisfied with
themselves were unlikely to be satisfied with any
educational experience.

A person who enjoyed school and did

well was likely to develop a positive self-concept which in
turn contributed to doing well in school (Cross, 1981).
Race, Socioeconomic Status, and Parents' Educational Level
Astin reported a lower persistence among Black students
than White students (Astin, 1975).

However, when

socioeconomic factors and high school performance were taken
into account, Blacks showed either a greater persistence or
no significant difference when compared to White students of
a similar background.
According to Astin (1975), the higher the educational
level of the father and the mother, the more positive its
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affect on persistence.

Other studies disagreed saying

parental educational level was not a significant predictor
of persistence at a four-year commuter college (Pascarella
et al., 1983).
There seemed to be a positive correlation between
parental encouragement and persistence (Tinto, 1975).
Family support, close peer associations, and employer
support all positively related to staying in school (Bean
and Metzner, 1985).

Older females students, both full and

part-time, reported more stress from family obligations
which often led to dropping out.

As the number of children

in the family increased so did the lack of female
persistence (Noel, Levitz, Saluri et al., 1985).
Academic Variables
Academic variables were study skills, academic
advising, absenteeism, major certainty, and course
availability.

Students with poor study skills were less

prone to persist in college (Astin, 1975).

Academically

successful student groups studied more than groups with
lower academic performance (Nelson et al., 1984).

Community

Colleges reported that "more than half of the entering
freshmen classes read below the eighth grade reading level"
(Roueche and Roueche, 1982, p.32).

It is unrealistic for

one reading and writing course to counteract this problem.
In several studies of commuter student dropouts at four
year colleges, dissatisfaction with academic advising was
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chosen as one reason for not persisting.

This was listed as

the most important negative factor in student retention by
Beal and Noel, and it was the second most important factor
in a 2-year public institution (Beal and Noel, 1980).

The

staff must be aware of the needs of a student and should
pull together to meet those needs.

Orientation programs

should link with the advising process and carry the student
through the critical first term.

This should be a

mandatory, quality experience.
Major certainty has been positively correlated to
student persistence in a 2-year commuter college and others
as well (Bean and Metzner, 1985; Noel, Levitz, Saluri,
1985).

A student with committed educational goals has a

strong motivational factor for persistence.

Indecision

about major/career goals was the second most important
dropout characteristic for 2-year public institutions (Beal
and Noel, 1980).

Two-thirds of those students taking the

ACT (American College Testing) test were unsure of what they
wanted to study (American College Testing Program High
School Profile Report, 1984).

Seventy-five percent of

students who entered college changed their minds at least
once during their four years on campus (Gordon, 1984).
Gordon stated that undecided students were clearly dropoutprone unless they received help with the decision-making
process .

He said they needed comprehensive career planning

and placement services to assess their academic abilities
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and career interests in order to assist them in identifying
and attaining their goals.

If necessary, mentors, good

faculty advisors, and trained professionals should be
available to help students on a one-to-one basis (Gordon,
1984).
Goal commitment was the importance placed on obtaining
a college degree.

This was shown to have a somewhat

stronger direct effect than institutional commitment (the
importance of obtaining a degree from a particular college)
on the 2-year commuter student (Pascarella and Chapman,
1983).
Inadequate course availability was listed second among
the most negative factors in student retention and was third
among the most negative factors for 2-year public
institutions (Beal and Noel, 1980) .

This was also cited as

a reason for dropping out at commuter colleges (Bean and
Metzner, 1985).
Attendance
There was a positive correlation between increased
absenteeism and decreased persistence among students of low
academic achievement.

This same correlation was not evident

for students with strong academic ability (Bean and Metzner,
1985).
Financial Aid
Adequate financial aid was the third most positive
factor and the tenth most negative factor for student
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persistence among 2-year public campuses (Beal and Noel,
1980).

Institutions that have been able to obtain adult

scholarships or Pell Grants seem to be much more successful
in retaining students.

Tuition reimbursement from employers

also meets with a high persistence rate (Pappas and Loring,
1985).
Beal and Noel listed conflict between school and work
as the second most negative characteristic for student
persistence at 2-year public institutions (Beal and Noel,
1980).

Astin agreed and reported a positive correlation

between increased number of working hours and student
attrition (Astin, 1975).
Intent to Leave
The intent to leave was directly related to the lack of
commitment to the institution or to the inability to
integrate with the social or academic life (Tinto, 1975).
It was one of the strongest predictors of dropping out in a
commuter university (Pascarella et al., 1983).

The intent

to leave could be determined within the first term, by the
eighth week, by asking the student (Nelson et al., 1984).
Characteristics of Dropouts at the University of Maryland
The University of Maryland at College Park, a fouryear institution, did an extensive retention study that
developed a profile of their potential dropout (University
of Maryland at College Park, 1987).

Nonpersisters reported

poor study habits and were apt to have been in the bottom
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half of their high school graduating class.

These students

often were unable to consider their parents as a major
source of economic support.

By the spring of their first

year at this four-year college, future nonpersisters thought
that it was likely that they would drop out prior to
graduation.

Academic dismissals initiated by the school at

the end of the first year accounted for only thirty-three
percent of the departures.
Many students stated that they left the college because
of financial considerations.

They were often unable to

manage the requirements of work and school.

Personal

issues, uncertainty about goals, illness or injury, and
entering the military played a major role in their decision
to leave.

Black students cited financial considerations

followed by academic issues as their primary reasons for
dropping out.

The University of Maryland found the

following characteristics among nonpersisters:
1.

Sex has not been shown to be significantly related as a
variable to retention or attrition (Lenning, Beal, &
Sauer, 1980).

This differed from Tinto's findings

(1975) that males persisted to a greater degree than
female students.

Males and females were equally likely

to drop out at University of Maryland.
2.

Age at matriculation-The retention literature has shown
conflicting evidence on the role of age at the time of
matriculation.

Students in this study were more likely
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to become nonstudents if they were below or above 18 at
the time of matriculation.

Thus, the very young student

or the adult student was more likely to discontinue.
3.

Ethic Background-Ethic background alone was not a
correlate of attrition.

4.

Educational Level of Parents-Astin (1975) stated that
the dropout-prone freshman had relatively uneducated
parents.

A study two years later by Pantages and

Creedon (1977) did not support such a relationship.

The

Maryland study showed no statistical difference in terms
of persisters and nonpersisters related to the
educational level of their fathers.

However, more

nonpersisters than persisters had fathers who never
earned a high school diploma.

This was also true for

the mother's level of educational attainment.

Having

had at least one parent who had some college, not
necessarily having earned a degree, seemed to be related
to student persistence.
5.

High School Rating-More persisters than nonpersisters
rated their high schools as better than average.
Students from small high schools did better at small
colleges and those from larger high schools did better
at larger colleges (Astin, 1975; Cope, 1972) .

6.

Grades in High School-Literature has supported a
relationship between academic performance in high school
and persistence in college.

More nonpersisters reported
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low grades in high school and a high school rank in the
bottom half of their class.
7.

Background preparation-More nonpersisters graduated from
a general education program as opposed to a college
preparatory program .

The difference was not

statistically significant.
8.

SAT-Researchers and administrators agreed that classroom
performance is a better predictor of academic success
than SAT tests.

This was true both on the verbal and

mathematical sections.

Abilities as measured by

aptitude and standardized tests of performance were
of secondary importance to poor grades in identifying
students who were at risk (Hahn, 1987).
9.

High School study habits-Nonpersisters reported poorer
high school study habits than persisters.

They were

less likely to have consistently turned in assignments
on time.

This was statistically significant.

They did

more extra-credit work, probably to compensate for their
poor record.

They were less likely to study alone and

reported problems concentrating on their assignments.
However, most of the study habits discussed did not
statistically differentiate persisters from
nonpersisters.
10. Commuting-Institutions with a large commuter population
reported higher dropout rates (Kemerer et al, 1982).
11. Social adjustments-Socially, more nonpersisters felt
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they had done poorly.

Persisters found a greater number

of friends in campus organizations.

Support from

faculty members, staff, advisors, and fellow students
was generally not perceived as positive by dropouts.
Eighty percent of persisters and 77% of nonpersisters
stated that they had little or no support from their
advisor.

Black nonpersisters seemed to have had more

support from their peers and advisors than Black
persisters, but not statistically so.

Potential

dropouts did not feel that they belonged and were less
apt to participate in school-wide activities (Schreiber,
1979).
12 . Degree of involvement with campus life-No statistical
difference except that nonpersisters were more involved
with their jobs than persisters.

Few Blacks were more

than slightly involved with student life in general.
Although Beal & Noel (1979) said that persistence was
related to participation, this was not found to be the
case in this study.

Many students, in all categories,

were uninvolved in campus life .
13. Expectations-Almost half, 49%, of the nonpersisters and
39% of the persisters had not done as well as they had
hoped in college.

For Black students, 45% of the

nonpersisters and 64% of the persisters had not met
their expectations.
14. GPA-The grade point average was above 2.0 for persisters
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and below 2.0 for nonpersisters.
15. Financial Considerations-More nonpersisters, 33%,
reported their wages or savings as a major source of
support.

Students from a low socioeconomic

background may have felt pressure to get a job in order
to contribute to their family's income (Schreiber, 1979;
Rumberger, 1981).
persisters.

This compared to 16% of the

Twenty-seven percent of nonpersisters

relied on scholarships as did 13% of persisters.
Characteristics of High School Dropouts
High school dropouts seemed to be loners and to reject
school as well as self.

They were usually insecure in their

school status and felt less respected by their peers and
teachers because of their academic inadequacies.

They did

not perceive any interest on the part of the teachers and
felt that their peers did not treat them very well.

High

school dropouts were often hostile to other people and had
not established adequate goals for themselves (Schreiber,
1979) .

Some of these characteristics may also be true for

the college drop-out.
Special Populations of Underprepared Students
Low-Income Students
Low-income students have traditionally been
high-attrition students.

A large percentage have been

members of minority groups .

However, it is estimated that

at least one-fourth to one-third of low-income students are
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non-minority with regard to ethnicity or race (RovezziCaroll and Thompson, 1980; Bayer and Boruch, 1969).

This

population often has parents who have had relatively little
education, and they are usually the first in their family to
attend college.

Low-income students need to be carefully

defined so educators can devise programs to meet their
special needs.
Characteristics of Low-Income Students
Low-income students have been characterized as having
low self-confidence, low motivation, less verbal
assertiveness, and unclear career goals (Friedlander, 1980;
Meyers and Drevlow, 1982; Maynard, 1980; and Beal and Noel,
1980).

Often they need to work part-time, are part-time

students, and frequently select the community college as
their institution of choice (Roueche and Snow, 1977; and de
los Santos, Montemayor, and Solis, 1980).

If these students

are to be retained, new curricular approaches and student
services have to be developed.
Astin (1977) noted that students who were uninvolved in
campus life often did not live on campus and came to school
only to attend classes.

They tended to devote minimum

effort to their academic pursuits, and centered their lives
around persons and events not connected with the
institution.

This description of uninvolved students

closely paralleled the indicators for low-income students.
Astin's research (1977) indicated that working on campus,
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participating in extracurricular activities, and involvement
in the campus environment increased the chance of student
success by 12%.
Low-income students have needs that are different from
that of the predominantly White, middle-class social system
of the college.

The institution should carry some of the

burden of adjustment for these students who want to improve
their economic status.

Their learning can be maximized by

adopting a theory of motivation in which the desire to learn
is emphasized.

This is necessary since past learning

experiences have often been negative.

Objectives for the

students must be incremental and achievable and should
encourage individuality.

Students need to recognize that

their deficiencies are surmountable.

Teachers should not

merely give these students more instruction like they have
already had but should of fer opportunities to build on their
learning strengths.
far enough.

Remedial laboratories often do not go

They have tended to help the students cope with

college but have neglected to direct their attention toward
the students' general development.
Learning Preferences of Low-Income Students
The Myers-Briggs Type Indicator was used by Nisbet,
Ruble, and Schurr (1982) to profile the learning behaviors
of low-income students.

Those at-risk preferred formalized

instruction, teacher-directed lessons, predictable academic
routing, group-directed learning goals, and certain types of
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tests and reading assignments.

They also desired immediate

closure in teacher-announced projects and test dates.
Ramirez and Castaneda (1974) found Mexican-Americans to be
field-dependent.

They were sensitive to the feelings of

others, desired a more personal relationship with their
teachers, worked cooperatively, preferred guidance and
demonstration in learning lessons, and focused on the global
aspects of the curriculum.
Learning could be enhanced by matching teaching styles,
classroom environment, and curriculum to the learner and by
concentrating on improving the learner's motivation.

This

would result in the student's ability to experience success
and gradually build the "internal" initiative necessary to
carry on independently.
Intervention Plans for Low-Income Students
There are three types of intervention programs that
have been used with low-income populations (Valverde, 1985):
The first type of intervention program focused on one
or more specific sets of student needs.

Recruitment,

admission, and orientation emphasized the specialized needs
of nontraditional students.

A remedial lab was established

to help students develop their basic skills, and financial
aid was often available.
These programs were usually inadequate because they
were not comprehensive enough in providing the coordinated
services needed by students.

They could only be effective
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if the students needed minor remediation and coping skills.
The second intervention offered comprehensive
strategies designed and implemented for low-income students.
Successful retention depended upon learning styles,
financial need, quality teaching, and social adjustment.
Type II intervention included recruitment, admissions,
orientation, diagnosis and prescription, counseling directed
at personal development, career interest identification,
goal setting, financial aid, and a unit which dealt with the
importance of social integration via extra-curricular
involvements.

Examples of this were Project Pride at

Tuskegee Institute in Alabama and Summer Bridge Program at
the University of California at San Diego (Valverde, 1985).
Hampton (1980) recommended paying low-income students to
learn.

Type II intervention seemed to have a temporary

effect because it did not attempt to change the student's
value system.
The third type of intervention was a system-wide
approach where the faculty changed their teaching methods,
curricula was altered, and admissions criteria, rules, and
regulations were changed to make admission and retention
more possible.

It involves a major overhaul of the campus

operation and must have the constant support of the
governing board.

Revised mission statements are necessary,

and new faculty members must be attracted.
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Any intervention strategy should address persistence,
adjustment to campus life, and learning styles.

The college

and universities likely to have done this have been
minority-dominated.

As

new approaches are attempted, it

should be recognized that low-income students vary in
background, future aspirations, ability, motivation, and
academic skills.
The Underprepared Population
Underprepared have had greater trouble with academics
in college.

Many older women have fallen into this

category, as well as veterans, workers whose jobs have been
eliminated, persons seeking career changes, and those trying
to meet the increased technological demands placed on their
disciplines (Noel, Levitz, and Saluri et al., 1985).
Darkenwald (1981) and Long (1982) found that low-ability
students were at a greater risk of dropping out of credit
versus noncredit courses.
Erratic academic performance, both in high school and
as college freshmen, unimpressive standardized test scores,
low socioeconomic background, race, gender, and rate of
persistence and withdrawal from college characterized the
underprepared population.

Moore and Carpenter (1985) wanted

the quality of instruction at the institutional level to
improve with an emphasis on innovative teaching.
Cross (1971 and 1981) found the academically
underprepared to have special persistence problems but said
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they were not equivocally poor achievers in high school or
low scorers on standardized tests; they were not necessarily
culturally nor educationally disadvantaged.

She further

stated that this group did not always have low self-esteem
or low motivation.

She suggested there was another type of

underprepared student who was not ready for college level
work for a variety of reasons.
Interventions with the Underprepared
Groves and Groves (1981, p.312) suggested areas to
improve in order to reach the underprepared population:
1.

personalize the experience

2.

evaluate students

3.

help students improve skills that are necessary to
academic achievement

4.

help students assess their major choice

5.

help students understand and evaluate long-range goals
Tutorial service has included group courses, peer

tutoring, and dial-a-tutor.

Summer pre-enrollment

orientation has acquainted students with the institution and
with the resources available to help them adjust to the
system (Etzioni 1971, p. 115).

However, after reviewing 150

compensatory remedial summer programs, the disparity that
separated those students from their academically prepared
classmates still existed (Moore and Carpenter, 1985).
Moore and Carpenter (1985) looked at intervention plans
and did not find anything new in the way of support services

42

or remedial programs.

These included pre-enrollment

programs, tutorial services, counseling, peer counseling,
programmed texts, skill laboratories, writing laboratories,
cognitive matching, special courses on how to study or how
to succeed in college, and placement of students.

They

examined hundreds of programs designed for the underprepared
and could not find a single one that could be considered
innovative.

They did state that the institution should

furnish these students with teachers who provided quality
instruction and who also acted in an advisory capacity.
Despite all the information on attrition, there is no
conclusive reason why some students persist and others
withdraw.

Pascarella and others (1981, p. 347) asserted

that "voluntary withdrawal is less a function of preenrollment traits than with post-enrollment experiences."
Commuters
Three major studies have identified commuting students
as being particularly high attrition risks (Chickering,
1974; Astin, 1980; and Beal and Noel, 1980).

These students

often have made less of a commitment to attending and
continuing college than residential students.

Not re-

enrolling does not cause the same disruption in their lives
as that of a residential student (Stewart and Rue, 1983).
In the 1980's, the commuting student has become the
norm, with 59% of all full-time undergraduates being
commuters.

Those under twenty-five years of age constituted
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65% of the population while those twenty-five and older made
up the remaining 35%.

The financially independent

constituted 69% of commuters attending college (Astin,
1980).
Merrill (1982) discovered that 50% of community college
students in technical programs and 65% of those in transfer
programs did not intend to earn degrees at the college where
they were enrolled.

Some took courses to try out college;

some needed skills for a job; some took courses of interest,
and others took courses that would transfer.

When Merrill

compared two community colleges with a similar proportion of
Blacks and Whites, a higher proportion of Black students
planned on earning a degree.

This information became

apparent from looking at the goals of these students
(Merrill, 1982).
Characteristics of Commuters Who Drop Out
A negative correlation has been reported between age
and persistence at a 2-year and 4-year commuter college
(Pascarella and Chapman, 1983).

At commuter institutions,

persistence was higher for full-time students.

Students

attending college part-time were generally older than those
attending full-time.

There was a relationship between part-

time enrollment and work responsibility (Bean and Metzner,
1985).

Commuter students were less influenced by the social

and cultural experiences of college.

They often had fewer

friends at school and less out-of-class involvement.
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Studies have shown that commuter students in general
displayed poorer indices of high school academic performance
than residential students (Chickering, 1974).

Student

attrition at commuter-oriented colleges has been positively
correlated with poor high school grade averages in several
studies (Pascarella and Chapman, 1983; Pascarella et al.,
1983).

Older and commuter students were frequently first

generation college students who were at greater risk of
dropping out (Chickering, 1974).
Utility is the practical application or usefulness of
information learned to the job or to the individual.
Commuter students were generally more concerned with the
application or practicality of their education (Chickering,
1974).

The non-traditional student preferred practical to

theoretical knowledge (Bean and Metzner, 1985).
Institutional Affiliation

Affiliation with the institution has been an important
step for the commuter student.

For instance, when a student

participated in a theatrical performance, obtained a job on
campus, counseled with a faculty advisor, and had a peer
group, it became more difficult to drop out.

Scheduling

campus events more than one time, having programs at noon,
offering noncredit drop-in exercise classes that could be
attended before or after other classes, helping students
find part-time campus jobs, all contributed to student
persistence (Stewart, Merrill, and Saluri, 1985).
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The Commuter's Family and Other Support Systems
The family has been shown to be important to the
commuting student.

It would be beneficial to allow family

members to occasionally come to meetings or to be a guest in
class.

They could also have gym privileges.

Low-cost

flexible day-care programs, either on a regular or drop-in
basis, has been helpful to the commuter.

Lounges, lockers,

telephones, and a place to buy a newspaper and school
supplies add to the amenities of the institution (Stewart,
Merrill, and Saluri, 1985).
In one program, mentors received their students' midterm grades and helped the students cope or made a referral
to other campus agencies.

Marist College in New York

identified dropout-prone students from a questionnaire and
then offered learning skills workshops throughout the
semester.

They had a group which organized activities that

was co-advised by mentors but run by students.
Peer-advising groups have been successful on some
campuses.

Upper-class students advise a group of ten to

fifteen students.

Meetings usually are held every two weeks

during the fall semester, often at a member's home.

Groups

can be organized according to geographical area to
facilitate carpooling .

During the second semester the group

members can have individual counseling sessions on a dropin basis.
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The University of Indiana in South Bend required all
at-risk students to take a one-hour credit course that
focused on study skills, career goals, and an awareness of
co-curricular and university policies.
encouraged for all freshmen.

This course was

Faculty advisors met with

individuals during the fall orientation.

Students also

gathered in small groups and progranuned social events which
included faculty and staff.
Support Services that Impact Retention
Counseling
In 50% of community colleges and 31% of senior
colleges, counselors were assigned to work with
developmental courses.

The attachment of counselors was

associated with a high degree of successful performance by
nontraditional students (Roueche and Snow, 1977).

While

counseling has been often viewed as crucial to the retention
of high-risk students, these students only approached it as
a last resort (Gordon and Hutson, 1971; and Benedict,
Apsler, and Morrison, 1977).

The student's performance

increased when counselors were selected on the basis of
competency and were specially trained in developing the
potential of high-risk pupils.

When counselors instructed

and consulted (particularly in the area of curriculum
development), student success increased (Roueche and Snow,
1977, p.37).
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Counseling that attempted to cause the external locus
of control to become internal has produced effective
results.

Roueche and Mink (1979) found that students who

believed they had a certain measure of control over their
lives (internal control) did better than those who believed
they did not have this control (external control).

They

found that "internals" had a higher self-concept, generally
were better adjusted, more independent, successful,
realistic in their aspirations, open to new learning,
flexible, creative, and increasingly self-reliant.

The best

counseling strategy would seem to convert "externals" to
"internals".

The authors offered instruments which

identified "internals" and "externals" and discussed ways in
which others have attempted to develop "internal" attitudes
in students (Roueche and Mink, 1979).
Peer counseling and tutoring have been common practices
in developmental programming.

When peers have been selected

on the basis of specific criteria (qualities established by
research as contributing to counseling effectiveness), they
have shown great success with high-risk students.

Peer

counselors have been less widely used than peer tutors
(nearly 40%).

However, "the literature on this delivery

mechanism strongly supports the assumption that peer
advising can be as effective as that provided by
professionals and faculty in many advising situations"
(Crockett and Levitz, 1988).

Self-concept, self-esteem,
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aspirations, and achievement motivation should be addressed
in the counseling setting.

High-risk students trust others

who have had similar experiences.

These assistants should

be person-centered and interpersonally skillful.

They also

need to have specialized training in motivation techniques,
academic attack skills, self-concept development,
interviewing and teaching strategies .

These findings were

not statistically significant in Roueche and Snow's study
(1977) but nevertheless were important.
Astin and Panos (1969) found that students were more
likely to complete their degrees if they had a cohesive peer
environment.

Student achievement and aspirations were

improved in an atmosphere which emphasized relationships and
personal development dimensions (Gerst and Sweetwood, 1973).
The student-student, student-counselor, and
student-instructor relationships were important and should
continue beyond the scope of the developmental program.
Graduates of the pre-collegiate program could be peer
tutors, peer counselors, recruiters, and guest speakers.
Roueche and Snow (1977) recommended that counselors get
out of their offices to consult with teachers and
administrators and to train staff and students.

Eastfield

College in Dallas has an exemplary integrated counseling
program.

Counselors provide staff-training programs.

Orientation, human development, and career options have been
popular with traditional and nontraditional students at El
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Paso Community College in Texas.

There, offices have been

decentralized to high-traffic areas such as the library and
Learning Assistance Center.
The attrition rate at colleges remains fairly stable
despite intervention programs.

Counseling programs to

counteract attrition have failed to substantially alter the
withdrawal rate (Garni, 1980).

This could be attributed, in

part, to the counseling process not being mandatory in most
schools.
Learning Assistance Centers

In 1976, about 80% of community colleges and 61% of
senior institutions had Learning Assistance Centers.

Nearly

60% of these centers recruited, selected, trained, and
evaluated student tutors (Roueche and Snow, 1977, p.31).
Learning Centers should be staffed with full-time
professionals and part-time students for peer tutoring.
Paraprofessional instructors seemed to be the least
successful.

Part-time instructors were sometimes effective,

but often were not, because of a lack of day-to-day
continuity.

Full-time counselors could complement the

instructional staff at the Learning Centers.
The tasks of meeting course objectives has been
explicitly supported in Learning Assistance Centers.
Assistance to the classroom teacher can provide audio-visual
support to the at-risk students as well as the regular
students who want to improve their skills.

It would be
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ideal if this center offered electronic equipment, tutoring
sessions, noncredit classes, group-study rooms and
counseling (Roueche and Snow, 1977, p.124).
Day Care

Day Care is provided in nearly 40% of all public
colleges .

These colleges have traditionally been located in

urban areas that had populations over 8,000 students .

Less

than 30% of these day care centers used laboratory schools
for their child development programs .

When they did, the

retention of high-risk students was greater (Roueche and
Snow, 1977, p . 32).
Transportation
Transportation was prov ided by approximately 15% of all
colleges.

Colleges with more than 20,000 students usually

were the primary providers of buses.

Public transportation

was often considered when a new site was being developed
(Roueche and Snow, 1977, p.32-33) .
Recruitment, Registration, and Orientation
Public relations and recruitment have been shown to be
essential activities.

Undereducated adults could be

recruited through their reference groups rather than
marketing because of the importance of this group.
Registration and orientation should be simple and
meaningful.
basis.

Orientation should be held on an on-going

Printed materials should be regularly reviewed so

they are readable, clear, and relevant.

Orientation courses
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which include diagnostic testing and course credit have been
useful in terms of involving students in their own learning
process (Roueche and Snow, 1977, p.125-126).
Institutional Structure and Support
The president and key administrators should provide
financial and staff resources to see that programs thrive.
Teachers, deans, administrators, and the board must have a
sincere desire to help students develop to their fullest
potential.
College Credit
College credit has traditionally been a major reward
that education has offered the at-risk student.
has been toward giving this credit.

The trend

Laws permit it,

students want it, and research supports it (Roueche and
Snow, 1977, p.97).

Providing credit, both institutional and

degree, appears to make a real difference in terms of
student success.

About 78% of today's community colleges,

and 50% of the senior colleges provide institutional credit.
In 1975, 58% of community colleges provided degree credit.
Most of the courses were full-term rather than short-term.
Instructional objectives, criterion-referenced tests,
flexible time frames, and systematized instruction have
aided the success rate of the high-risk student (Roueche and
Snow, 1977, p.98).
Moore and Carpenter (1985) stated that minimum
standards should be set in order for a student to take

52

courses, enter programs, and fulfill degree requirements.
Because these courses are corrective, compensatory, and
preparatory,

students should receive something for

successful completion, but not college credit towards a
degree (Moore and Carpenter, 1985).
Less than 29% of the schools in Roueche and Snow's
survey required remedial courses for their students.

The

data suggested that mandatory remedial courses may be
related to success for these high-risk students (Roueche and
Snow, 1977).
Evaluation of the Pre-College Program
Eighty-five percent of the community colleges in
Roueche and Snow's sample (1977) used evaluation measures
whereas only 67% of senior institutions had such a system.
The more successful colleges, which had higher student
completion, used follow-up records, attitudinal measures,
self-concept measures, and pre and post-testing to a much
greater extent.

About one-third of the colleges in their

study included evaluation documents.

Student evaluation in

developmental programming was very important.

Usually there

was a positive relationship between the student's rating and
his/her learning .

Students have evaluated counselors or

peer helpers less often than instructors, yet this type of
evaluation did distinguish the more successful colleges.
Pace (1962) developed the College and University
Environment Scale (CUES) for use in the four-year college.
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ACT released a Student Reaction to College (SRC) for use at
the community college level which asked about the
institutional climate, instruction, counseling, and how it
affected the persistence and achievement of high-risk
students (Roueche and Snow, 1977, p.110).

Asking the staff,

administrators, and students what they expect from the
college has helped the college set priorities.

Other

important evaluation questions might include:
How many students completed one, two, three, or more
semesters?
How many completed a degree or certificate program?
How many transferred?
How did the transfer students fare?

The CIPP model

(Context, Input, Process, and Product) provided a
framework for evaluation (Phi Delta Kappan National Study
Committee on Evaluation, (Stufflebeam and others, 1971).
What was the primary service population?
What students' needs presently have been met?
What needs have been ignored with the present students?
What were the major obstacles to retaining high-risk
students?
What would be realistic objectives for next year?
What would be the cost of personnel, facilities, and time to
meet the objectives?
Should programs be redesigned?
What would be the payoff?
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What was the student error-rate on particular courses?
What was the effect of class-size?
How did students feel about their courses initially, at the
midterm, and at the end?
How many courses were team taught?
What changes could be made to improve the atmosphere in the
Learning Assistance Center?
Through units attempted, completed, grade point
averages, and retention/attrition records, academic progress
could be examined.
group.

Few studies have included a control

Retention studies frequently have been institution

specific and have not been generalized.

It would be

interesting to see if there were similar strains or
characteristics among colleges and universities that would
help in analyzing retention statistics.
Interventions
Demographic and Enrollment Trends
Demographic trends have indicated that there will be
approximately a 40% decline among traditional age students
(18-24 year-olds) over the next decade.

This has already

been offset by increased participation among the olderstudent population (Ihlanfeldt,1985).

Current and future

market demands indicate that health and managerial sciences,
information and computer science, plus fine and applied arts
have been and will continue to be curricular offerings that
are attractive to students.

This coupled with field

55
internships, work-study arrangements, and foreign study has
provided even better educational packages.

If these

programs are offered to the older-part-time student during
evening and weekend hours, the attractiveness is further
increased.
Admissions
Admissions departments must know who enrolled and why;
who didn't and why not; who persisted and why; who didn't
and why not.

The student body should be examined as to

their level of ability, geographical distribution, variation
in high school preparation, and socioeconomic status.

The

least expensive student body to recruit has been homogeneous
and regional.
Once the college has identified its mission, assessed
its market position, and determined what type of student
most likely will benefit from the experiences offered, it is
in a position to develop a strategic recruitment plan.
Prospective students should have a good understanding of the
product the institution has to offer, including educational
opportunities, financing alternatives, skill development,
and the intended social and psychological value of the
experience.

William Ihlanfeldt (1985) stated that colleges

should determine their current and prospective markets and
implement a strategic admissions plan in order to reduce
attrition.

Attrition has created a greater array of support
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services, a growing perception that faculty do care, and
better standards of performance (Ihlanfeldt, 1985).
Once the student body has been analytically quantified,
the college has a better opportunity to seek enrollment from
markets made up of students who will most likely persist .
Recruitment plans could be targeted to reduce costs and to
increase efficiency .

The primary market has a high-yield;

geographically, it exists within a specific radius of the
institution; economically, students from given socioeconomic
backgrounds will more likely be attracted.

Questions

regarding admissions might include the following:
Were national, regional, or local high schools attracted to
the college?
Were the working adults part-time or full-time, singlecourse or degree-pursuing, evening, day, weekend, oncampus or off-campus students?
What were their attendance patterns, zip-codes, employment
status, reading and listening habits, hobbies,
and so-on?
The more that is known about potential students, the
easier it will be to target promotional efforts to them .
This could be done through direct mail campaigns, television
and radio advertisement, visits to high schools and clubs,
as well as through brochures and catalogues.
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Alumni and Volunteers
Volunteers and alumni who have been loyal to the
institution and willing to commit the necessary time to
encourage students and their parents to take a closer look
at the college have been used to assist the admissions
officer (Ihlanfeldt, 1985).

Enrolled students remain the

best contacts and representatives of the institution.

Every

six months, the recruitment cycle needs to be accelerated.
A variety of direct mailings and on-and-off campus programs,
including visits to secondary schools, could be part of the
recruitment effort.

Visiting the homes of the most talented

potential clients as well as telephone calls between
graduates and the parents of prospective students has been
useful.

Calling potential students during vacation periods

has been shown to be productive (Ihlanfeldt, 1985).
Involving faculty members in programs that provide
information about their departments could be done
occasionally on Sundays for prospective students and their
parents.

Similar presentations could be implemented for

high school teachers and counselors.

Every visitor should

be valued as a potential student or someone willing to
spread a good word about the institution.
Orientation
Orientation should start before students begin college
and should continue as a formal course during the first
term.

Titley (1985) stressed that orientation should be an
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on-going process, not a one-time event.

It should be a

first-hand experience that parallels and supports the
written information about the college.

Institutional

policies and regulations should be decoded and translated
into understandable and manageable guidelines.

Add/drop

deadlines, course prerequisites, academic progress
requirements, and departmental advising sessions have
contributed to the students feeling better about the system.
A committee composed of administrators and faculty should
coordinate orientation and academic advising, and faculty
should be specifically selected, trained, and compensated
for their efforts in improving the process.
Research Findings Related to Orientation
COMP and ACT Alumni Surveys

The College Outcome Measures Program (COMP) developed
by the American College Testing Program (ACT) tested
students on communicating, solving problems, clarifying
values, functioning within social institutions, and using
science, technology, and the arts (Forrest, 1985).

This

test was designed to measure the outcome of general
education, not any major field of concentration.

There were

forty-four colleges in this study.
Eight programs out of forty-four required an
orientation program that lasted more than one day.

Advising

was considered a distinct function of the college, and an
administrator was appointed to coordinate the general
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education program.

Faculty received lower teaching loads

and more money for performing counseling services.
At the other extreme were sixteen institutions where
freshman orientation was not required or lasted at the most
for a single day.

Well-prepared students selected their own

classes, and those who were underprepared had their classes
selected for them.

Advising for freshmen was not considered

a distinct function and was a duty assigned to all faculty
members.

The remaining twenty institutions had some, but

not all, of the characteristics of the eight colleges
mentioned earlier.
A second survey, conducted by the ACT alumni, evaluated
the impact that college had on its graduates (Forrest,
1985).

Forty institutions participated and interviewed

alumni within four years of graduation.

In both studies,

rates of persistence to graduation, orientation and
advising, and instructional style were observed.

The group

with comprehensive advising had a 60% graduation rate within
three to five years while those without it had a 47% rate.
The alumni findings identified nine institutions with
the most comprehensive orientation and advising services and
nine with the least comprehensive services.

Fifty-six

percent of the first group graduated and 47% of the latter.
In terms of attrition, nine to thirteen percentage points
could mean large numbers of students and could make a
significant impact on re-enrollment statistics (Forrest,
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1985).
Thus, it appears that colleges that have better
programs of orientation and advising also had higher
persistence among students.
satisfied.

Students seemed to be more

They had gotten off to a good start and could

make the best of what the institution had to offer.

When

they received the guidance at the beginning of their
journey, students gained the confidence and competence that
was necessary to finish their educational program.

Freshmen

advising could be a separate function of the institution
which would stress the importance of this critical first
year.

The training and motivating of advisors seemed to

strengthen their commitment to their students and to the
general education program.

Forrest (1985) said that a well-

formed orientation and advising system made a significant
and positive contribution to a student's education,
persistence to graduation, and to his or her satisfaction as
a graduate.
At the minimum, students should explore the general
education courses, be placed based on assessment, and have
an opportunity for career counseling.

The college should

adopt a commitment to individual instruction based on
relevant skill development.

All general education courses

should require students to apply and practice their
knowledge rather than to merely recall information.

Exit

standards should be specific and known upon entrance to a
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course or program.
Types of Advising
Academic advising should be a developmental process
which assists students in the clarification of their
life/career goals and in the development of educational
plans for the realization of these goals.

It should be a

decision-making process by which students realize their
maximum potential through an information exchange with their
advisors.

Academic advising should be on-going and the

responsibility of both the student and the advisor.

The

advisor is the facilitator of communication and the
coordinator of learning experiences, career planning, and
academic progress reviews.

He/she should also be the agent

of referral to other campus agencies (Crockett, 1985).
Beal and Noel (1980) researched over 944 institutions
that were concerned with efforts to retain students.
College administrators identified inadequate academic
advising as the major characteristic linked to attrition at
their institutions.

These administrators also indicated

that academic advising was the most common intervention
being used to combat the retention problem.

Other factors

associated with advising were inadequate counseling systems,
academic support services, career planning services, as well
as a lack of student-faculty contact.

These same

administrators rated a caring attitude of faculty and staff
as the single most potent retention agent on campus.
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A Developmental Approach to Advising
O'Banion's (1972) developmental model of academic
advising recognized that there was a logical and sequential
set of steps to the advising process.

They were:

1.

Exploration of life goals

2.

Exploration of career goals

3.

Selection of a major or program of study

4.

Selection of courses

S.

Scheduling of courses
It would be helpful if more time was spent on steps one

and two of this process.

A person-centered approach

integrates career/life planning with personally relevant
educational information.
Thomas and Chickering (1984) stated that a major goal
of developmental advising should be to:
1.

assess the formation and clarification of values,
interests, abilities, and goals.

2.

help students relate self-information to career and
educational information.

3.

encourage broad exploration of career and educational
options.

4.

teach decision-making skills and assist with the
implementation of choices.

Faculty Advising
Faculty advising has been the most common type of
advising (Crockett, 1985).

However, faculty may be biased

63
toward their own disciplines and knowledgeable only about
specific courses in their departments and fields.

They may

not be aware of educational and career opportunities
elsewhere in the college and may believe that their advising
duties conflict with their other responsibilities.
Professional Advising
Professional advising has been the next most common
delivery system (Crockett, 1985).

Full-time professional

advisors could augment other types of advising.

They have

traditionally provided a campuswide coordination of the
advising-related function, a centralized location which is
easily accessible to students, a corps of well-trained
advisors, and a wide range of advising services.

They have

been student-centered rather than department-centered,
offered more complete record-keeping, greater accuracy of
information, and ease of administration.
Advisee load has often been heavy, and counselors may
not be as knowledgeable about specific course content,
graduation requirements, and career opportunities as other
faculty.

Professional counselors may be more interested in

psychological and therapeutic counseling than academic
advising.
Peer Advising
Using upperclass students as peer helpers in
orientation programs and as tutors has a long tradition in
higher education.

Peer advising does seem to work because
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it relies on experiential and subjective information.

The

main disadvantage has been that undergraduate peer advisors
do not have the background or skills to deal effectively
with some of the more complex aspects of the advising
process.

Referrals to trained counselors are critical when

there is a need for determining career goals and exploring
majors.

However, the selection, management, and training of

peer advisors could overcome many of these problems.
Paraprofessional Advising
A small number of institutions have been using
paraprofessionals along with volunteers (Crockett, 1985).
Paraprofessionals do not necessarily have degrees in the
counseling field but should have good helping and listening
skills.

They should be adequately trained to provide

accurate and specific information to students on routine
matters.

As a supplement to the advising process, this

program has merit.
Mandatory Advising
In order to assist in reducing attrition, the
University of Maryland at College Park required that
students with GPA's below 2.0 go through the advising
process.

For those students with GPA's above 2.0, advising

was voluntary.

Personal attention, realistic self-

appraisal, and guidance about the educational experience
seemed to be powerful for student persistence.

Advisors

should help their students discover their own developmental
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path.

This proactive approach might also help students

become more involved in campus activities.
No single model of advising has been universally
successful; a combination of delivery systems seems to be
the best.

Noel (1985) said that advising should begin in

the advisement center and should move to faculty advisors
once a major has been selected.
Research Findings Relating to Advising
Crockett and Levitz's (1984) second nationwide survey
of academic advising studied 754 institutions.

Some

disappointing findings were the following:
1.

The majority of institutions had no formal recognition
program for individuals engaged in advising.

2.

Three-fourths of the colleges surveyed did not consider
advising effectiveness in promotion or tenure decisions.

3.

Most institutions provided only a minimum of training
for advisors.

4.

The vast majority of institutions had no systematic
appraisal of either their advising program or an
individual advisor's performance.

Advisor and Institutional Evaluation
Evaluation should include both formative and surnmative
data.

The former has been more readily accepted by advisors

as it has fostered individual self-development or
improvement of the over-all system.

The latter has provided

specific information about an individual advisor's
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performance for the purpose of making judgments or decisions
regarding effectiveness.

The advisors should be involved in

designing these evaluation instruments.

Advisee evaluation

has been the most direct and useful since it has been the
students who are the recipients of the advising service.
The Academic Advising Survey developed by the Center for
Faculty Evaluation and Development has broad institutional
use and a large research base (Crockett, 1985).

Building

student evaluation into the registration process or a common
class period results in a more complete data-base.
Feedback which ensures confidentiality has been
important.

The advisors should receive their evaluation

results plus anonymous base-line information about other
advisors so they know where they stand in the advising
process.

ACT has developed an academic advising audit which

includes information gathering, evaluation, analysis, and
action planning (Crockett, 1983).

The National Academic

Advising Association (NACADA) has standards and guidelines
for academic advising which might prove useful for an
institution (Crockett, 1985).
Administrative Recognition of Advising
Respondents to Crockett and Levitz (1984) indicated
that administrative recognition of the importance of
advising should take precedence over other concerns.

A

system of merit and reward should be built into the
evaluation process.

Most institutions did not have this in
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1984 (Crockett and Levitz, 1984) .

In 1983, ACT and NACADA

introduced the National Recognition Program for Academic
Advising.

The purpose was to recognize leaders in the field

of advising and to disseminate information.

Larsen and

Brown (1983) suggested that advisors should have a reduction
of teaching and research responsibilities, merit salary
increases, and their advising efforts recognized in
promotion and tenure decisions.
Other Advising Interventions
The ACT Assessment College Report includes a great deal
of information about students entering college (Crockett,
1985).

If this information is available, it should .be

looked at by the counselor prior to meeting with a student
in order to identify patterns of need, goals, interests,
abilities, and to formulate questions to be discussed in the
face-to-face interview.
A comprehensive, attractive, indexed advisor hand.book
is an indispensable tool for good advising.

Ford (1983)

provided an excellent discussion of the basic elements
necessary in an advising hand.book.
As competition increases, schools that offer greater
intellectual value and superior training will fare best.
Quality throughout the operation of a college has been a
condition of survival and a must for academic management
(Hardison, 1983, p.5).

Institutions with strong advising

programs seem to have students who learn more and have .been
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more satisfied with what they learn.

Institutions have some

control over these factors (Forrest, 1985).
Crockett (1985) claimed that retention programs should
focus on services which enable students to clarify their
educational and career goals and to relate those goals to
academic offerings.

He believed that quality advising

provided the most significant mechanism through which this
could be accomplished.

Habley (1981) concurred stating that

the advisor was the key to assisting the students in
exploring goals and in choosing appropriate educational
experiences.
Good advising has required human, financial, and
physical resources.

Linking advising to the data-base and

to issues of student persistence (something with which
administrators are concerned), has quantified needs and
proposed outcomes and benefits.

In-service programs should

train counselors in the following areas:

curricular

offerings, core requirements, referral sources, job
opportunities, data sources, administrative forms and
procedures, understanding the role of the advisor, and basic
counseling techniques.

The vast majority of institutions

have lacked effective in-service and evaluation measures of
their advising systems or individual counselors.
Other Successful Interventions
Career Planning

Hazel Sprandel (1985) stated that an institution should
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emphasize the importance of career goals to its students.
Sprandel based much of her work on Astin's (1975) study of
358 institutions which included over 100,000 students.

A

lack of direction was reported by 19% of the students as a
reason for not continuing college while poor grades
accounted for 22%.

Sprandel suggested that career

counseling be individualized by beginning at the student's
developmental level.

She believed that this service should

be offered as part of the regular curriculum.
Initially, it is important to study the reasons why the
student is attending college, their enrollment plans for the
future, the degree to which they are certain of their
educational plans, and the areas in which they feel they
need assistance.

It is essential that these objectives be

used in measuring student retention/attrition.
Astin (1975) believed that students with higher
educational aspirations and well-established career plans
were more likely to persist to graduation.

Super (1963)

stated that students must move from the exploratory to the
establishment stage in career development in order to
achieve academically and vocationally.

Hillery (1978) said

that students needed to consider many factors in making
career plans, including values, interests, abilities, and
learning about the economic and social realities of the
world around them.

Educational decisions made with career

plans in mind seem to be better than those made impulsively.
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Sprandel (1985) suggested that the following areas were
important for career development:
1.

Self-exploration--Who am I?

What are my interests, my

skills, my values?
2.

World of work exploration--What's out there?

How can I

find out about it?

What written information can I get?

Who can I talk to?

What experiences can I get through

volunteer work, part-time jobs, summer jobs, or
internships that relate to my goals?
3.

Decision making--How do I put it all together?

How do I

know what information is valuable, which options to
consider?
Crites (1969) said that an advisory committee made up
of faculty, administrators, students, and student personnel
workers can provide guidelines for a personalized approach
to career planning that suits the institution.

The students

need to see career planning and counseling as relevant to
their lives and as an on-going process, not a one-time
event.
Establishing a link with coursework and careers has
been helpful to students.

A description of the major, the

discipline, the employment outlook, and the type of work
toward which a degree might lead should be included in
college pamphlets.

Also, graduates, faculty members,

student development personnel, and people who are leaders of
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local businesses and industry could be listed on the
brochure as resources.
Career Counseling Tests and Courses
The following tests are common in career centers:

The

Strong-Campbell Interest Inventory and Holland's SelfDirected Search to determine career interests, the MyersBriggs Type Indicator and Adjective Checklist to assess
personality characteristics, plus aptitude and achievement
tests (Sprandel, 1985).

Videotaping interpretations of

common test results could be done as a time-saving measure
to facilitate presentations to large groups with similar
profiles.
In their study, Beal and Noel (1980) stated that
sixteen percent of the institutions offered some type of
non-credit career planning course.

These were short in term

and concentrated on personal, academic, and economic aspects
of careers.

Topics varied from values clarification, resume

writing, and basic interviewing to decision-making
strategies.

Orientation programs that encouraged students

to seek vocational guidance early in their college
experience were beneficial.

Printed and video programs

could be developed for ease of presentation.
As Herr (1982) suggested, because career development
should be a life-long process, decision-making skills take
on great importance.

Decisions and Outcomes (Gelatt and

others, 1973) was written for high school use, but has many
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effective exercises for setting priorities, determining
pe!sonal values and skills, clarifying objectives, and
making choices.

It is critical to the success and retention

of today's students to help them understand that education
is valuable and relevant to the world of work beyond the
classroom.
Computerized Career Programs
DISCOVER, a computer program developed by ACT, is an
occupational file containing information about more than 400
of the nation's current vocations as reflected in over 1,000
job titles (Habley, 1985).

A System of Interactive Guidance

and Information (SIGI), put out by ETS, provides career
information and teaches decision-making skills (Katz, 1979).
The current version of SIGI was designed for use at
community and junior colleges (Katz, 1979).

Computer-

assisted advising has proven to be an effective and
efficient addition for academic advisers (Habley, 1988).
Parental Involvement
The University of Maryland at College Park believed
there were many things that could be done to make a student
feel a part of the system and to reduce the chances of
dropping out.

Parents should be considered as a resource

and referral agent.

This would be more applicable for

students recently out of high school and for traditionalage, first-generation attendees.

Parents should be made

aware of the remedial and support programs, counseling
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services, and the withdrawal process.

Conununication with

parents should occur at critical times during the semester
so that they can be aware of what they can do to support
their children.
Early Outreach
Early outreach programs could be conducted in the
sununer.

Workshops on financial aid, assessment in basic

skill areas, early registration, sign-up for academic
support services, part-time job assistance, contact with
faculty advisors, and campus tours would all be helpful to
an entering student (Gravenberg and Rivers, 1985).
Early Feedback
Instructors should strongly consider giving their
students feedback early in the semester with suggestions and
resources for improvement.

During the first four or five

weeks of the term, these forms could verify student
attendance, ask for an estimation of the student's grade,
and information about assignment completion, tests, and
quizzes.

This evaluation form could also note the teacher's

referral for additional support services (Gravenberg and
Rivers, 1985).

Teachers or counselors could then meet with

the student to plan remedial steps in hopes of salvaging the
semester.

The consequences of not doing this are severe for

both the student and the institution.
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Immersion Curriculum
Monterey Peninsula College, a two-year institution, has
an immersion curriculum that teaches English and writing
using math and science concepts (Gravenberg and Rivers,
1985).

The curriculum is repeated until the advisor and

advisee both agree that the student is ready for college
level coursework.

Guest speakers, films, frequent visits to

the college library, and field trips enrich this experience.
Students are active rather than passive in these courses and
are encouraged to ask questions, become curious, imagine,
and initiate what they need to know.

The learning

laboratory has been used in conjunction with this program,
and the instructors have designed activities to make the
material clear and relevant to the students.

The teachers

are informed of the student's progress on a weekly basis.
The retention rate has been 87% for this program.
Financial Aid
Nonpersisters and persisters stated that more financial
aid should be available for the college student (Maryland
University Longitudinal Study, 1986.)

The financial aid

office can help students explore their options as can the
campus employment service.

Martin (1985) advocated a

flexible financial-aid package which was bolstered with
follow-up support services such as money management
training, job placement, and counseling geared to the
student's individual needs.

The financial aid
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off ice and the counseling centers should advertise their
services in a variety of ways so the students will be aware
of where to go for help when it is needed.
Exit Interviews and Surveys
While Noel and Levitz (1985) believed exit interviews
were not very valuable because they usually occurred too
late to impact the student's decision to leave, they do
provide the institution with information about the exiting
student.

Mailed surveys have a low response rate of 10-20%.

Noel and Levitz (1985) said the best data comes from
currently enrolled students toward the end of the first term
of the freshman year.

These responses could be kept by

student identification number, held for a term, and sorted
by continuing versus dropped students.

Data could then be

compared between those students who remained and those who
dropped out.
Surveys of graduates also provides critical data for
institutions.

There is a tremendous amount of informal

recruiting that goes on, especially in community-based
colleges.

When an institution turns out satisfied graduates

and has the data to back up this claim, it has a powerful
recruiting tool (Noel and Levitz, 1985).
Case Study of Miami-Dade Community College
John E. Roueche and George A. Baker III have written a
case study of Miami-Dade Community College in their book
entitled Access and Excellence.

Community colleges continue
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to hold the concept of the American dream of equal
opportunity for all, regardless of religion, race, or
socioeconomic status.

In the community college the

principle of free public education is extended to the
thirteenth and fourteenth grades.
The problem in providing open access is adhering to
high standards.

Too frequently colleges have welcomed new

populations of students while failing to serve their unique
needs.

This failure has resulted in a high student turnover

rate.

The community college has been expected to do what no

other unit of higher education is asked (Medsker, 1960).

A

large number of students of all ages from many countries and
different cultures come to college with learning problems
and unique socioeconomic situations.

The community college

must help these students in their upward economic and social
endeavors.
In 1960, Medsker asserted that there was a lack of
emphasis on career education, inadequate student personnel
services, and a lack of commitment to general education
(Medsker, 1960).

In 1987, Roueche and Baker reaffirmed that

this was still the case.

Community colleges do not often

have good data regarding the careers of their graduates or
the relationship between their college experiences and their
occupations.
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How Miami-Dade Was Selected
Miami-Dade Community College (M-D) in Miami, Florida,
was selected by Roueche and Baker after researching the
literature and looking for community colleges most cited for
teaching excellence.

They also surveyed a panel of fourteen

experts who assigned points to the community colleges under
consideration.

Miami-Dade was the first choice of twelve of

the fourteen panel members and was on the list of the other
two.

Roueche and Baker's research documented a strong

relationship among the organizational climate,
administrative leadership, and teaching staff at MiamiDade.

There have been major curriculum reforms which

account for much of the success of this community college.
Description of Miami-Dade
Miami-Dade has the largest enrollment of foreign
students of any college or university in the nation.

Over

50% of their population are non-native speakers of English.
M-D offers programs where occupational and vocational skills
can be learned that relate to the needs of the community.
This community college has been part of the growth of the
city of Miami and has provided many of its citizens with the
necessary skills to become successful and productive.
The Miami-Dade system serves 41,000 credit students
each semester.

Over 51% have been Hispanic, 31% White

Non-Hispanic, and 16% Black, Non-Hispanic.

Sixty percent of

its students have entered with deficiencies in at least one
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of the basic skill areas.

Each year nearly 30,000

disadvantaged students receive financial aid through this
college.
The Miami-Dade Model

The restructuring of Miami-Dade began in 1978 with a
proposal to change the general education courses.

A student

flow model which provided for assessment after admission, a
required general education core, standards of academic
progress that students must meet in order to remain in good
standing, increased feedback to all students, and support
for those who need assistance was created.

The program

relied heavily on computerized technology.

Implementation

was gradual so that the college had time to train teachers,
create course materials, redesign support services, and
evaluate their courses.

In 1978, it was required that

students maintain a certain minimal grade point average and
pass half of all the courses for which they were registered.
A system of warning, probation, and suspension was
implemented and enforced.

A student's progress was

continually monitored once he/she had completed seven hours.
Students who were deficient in basic skills were encouraged
to take a light course load in order to concentrate on their
skill deficiencies.

Support services such as study skills,

time management, writing labs, and individual computer
programs were designed to help students improve their level
of performance.
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The college expected students to come to class
regularly and to meet the minimum course requirements .

The

levels of achievement that were necessary to take certain
courses were made known.

Students no longer had open access

to the curriculum, and courses had to be taken in a certain
order.

Students were given considerable assistance in

selecting not only the courses appropriate for their skill
level but the appropriate number of courses.

Students then

had a better chance of having enough time to devote to their
studies.

As a result, both students and faculty were likely

to experience success rather than failure.

Students in the

Developmental Education Program could not be expected to
complete a program in the same time period as those entering
with no academic deficiencies.

There was a clear point,

however, when the student had to show academic progress or
leave the college.
Core Courses
In 1991, five "core" courses in general education were
added to the curriculum.

They were interdisciplinary and

designed to help the students learn about themselves, the
world around them, and their relationship to the world.

In

all these courses there was an emphasis on broad, universal
concepts, not specific details.

The five required courses

were in the following categories:
Conununications (correspondence, outlines, and reports that
stress logic and organization)
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Humanities (art, literature, music, drama, and architecture)
Social Environment (the study of social, economic, and
political institutions)
Natural Environment (history and development of scientific
ideas, emphasizing specific issues that relate to the
students' own lives)
Individual Growth and Development (psychological and
physical well-being, decision-making, career decisions,
personal values, family relationships, group dynamics,
nutrition, prejudice, and substance abuse)
Assessment
Reading, math, and written expression were assessed
using the Comparative Guidance and Placement Test (CGP).
This test was required of all first-time-in-students
carrying nine hours, students who had earned fifteen or more
credits, and students who wanted to enroll in any math or
English course.

Students who were below the 30th percentile

in written expression and the 55th percentile in computation
were required to complete additional pre-college course
work.

Lower scores were accepted in reading although those

below the 32nd percentile were strongly encouraged to pursue
further pre-college study.

It was required that

developmental course work be successfully completed before
moving on to the core curriculum.

How long this took

depended on the students and their entry level performance.
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Three to five years may be necessary to finish a two-year
degree plan.

Being in a hurry is not a priority for M-D.

Non-native English speaking students did not take the
CGP.

They took another test that took into account their

language barrier.

These students needed to show sufficient

proficiency in English before they could take college-level
courses.

The college assumed the responsibility for

matching the students with the appropriate educational
program.
In order to gain entrance to the core program, students
had to be able to read the newspaper and to write a short
paragraph containing sentences without serious errors in
grammar and punctuation.

A combined score of 840 on the SAT

or seventeen on the ACT exempted the student from the
developmental courses.
Computerized Assistance
A Standards Of Academic Progress (SOAP) System of
warnings, probation, and finally suspension for pupils with
a low grade point average or excessive withdrawals from
classes was implemented.

If a student withdrew from more

than half of his/her classes or had a GPA below 1.5, that
student was notified of a change in his/her academic status
and of ways to improve.

Students could show their

commitment by attending class and keeping their grades up.
If they had been suspended, they could return after one
major term, provided they made a 2.0 average and earned
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credit for at least half the classes for which they were
registered.

Even after academic dismissal, students could

petition for readmission if they presented evidence that
their circumstances had substantially changed.
An Academic Alert and Advisement (AA) letter went out

about six weeks into the term.
for the student and the advisor.

This provided information
It told the student about

his/her progress and also addressed the attendance issue .
It helped the college to prepare for the following semester
by enabling staff to make decisions concerning future
scheduling, courses, and sections, etc.
The Advisement and Graduation Information System (AGIS)
provided the counselor with assessment test scores, number
of courses registered for and completed, status under the
Standards of Academic Progress, a transcript, and course
work needed to complete the programs at Miami-Dade.

The

computer generated the AGIS report which coordinated with
nine state universities and four large private colleges in
Florida, allowing students to easily transfer to other
institutions.

There currently are seventy-two different

Associate Arts (AA) programs that could transfer to one of
the upper-division colleges in Florida .

The state

universities cannot require additional general education
coursework if a student has an AA degree from Miami-Dade .
The Response System with Variable Prescriptions (RSVP)
was a computer-based instructional management system that
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allowed instructors to individualize their courses and to
generate class materials.

This computer program could also

be used with the deaf and the blind.

RSVP generated the

Academic Alert letters that have 150 possible messages.

The

Health Analysis and Information course used RSVP to report
current fitness profiles and to suggest an exercise program.
The College Level Academic Skills Test
The College Level Academic Skills Test (CLAST) was
required of every student entering a junior year at a state
supported institution in Florida.

Students had to pass 3/4

of the subtests in reading, writing, and mathematics in
order to continue at a state university.
in 1989, minimum scores went up.

In 1986 and again

Miami-Dade responded to

this change and has developed their own pre-CLAST.
Self-Study
In 1984, Miami-Dade did a second self-study .

One of

the most controversial of the original reforms was the
decision to implement general education for all students.
Eighty-nine percent of the surveyed students said they wrote
better, and 81% said they spoke better as a result of the
core courses.

Eighty-six percent indicated they had

increased thinking skills, and 82% said their listening
ability had improved.

Eighty-three percent of the faculty

and between 78%-82% of the students thought the core courses
had a positive effect (Roberts, 1984, p . 68).

Core and

distribution courses were well accepted, but 49% of the
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students wanted more latitude in the distribution and
elective course selection .
The Comparative Guidance and Placement Test
correlations between reading and writing scores and student
grades were low to moderate, but still positive.

The

placement scores of nineteen for reading and twenty-two for
writing had a definite correlation with the minimum
requirement of a C grade.

Seventy-three percent of the

faculty supported the use of placement testing, and although
64% of the students believed that scores and classroom
performance were unrelated, 70% stated that the writing,
reading, and mathematics courses they had taken were at the
appropriate skill level.

Because Miami-Dade is always

striving to improve, they have changed their assessment
test .

They currently use MAPS (Florida Multiple Assessment

Program and Services).
Other recent changes have included a reduction in class
size and the implementation of writing labs on every campus.
Now, students have eight required courses, three in English,
four core, one math, plus four distribution, and two credit
hours of health or physical education.
of the 62 hours needed for an AA degree.

This adds up to 38
Students have 24

hours to take electives or courses in their major field of
study.
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Inservice Training
There have been workshops and seminars to help faculty
members become familiar with new courses.

Part-time faculty

also have received substantial assistance in order to
understand and to be able to teach the new curriculum.

An

initial steering committee developed into four committees,
one for each of the four core courses.

These committee

members and teachers were released from some of their
duties.

Some classes were team taught or faculty audited so

teachers could learn from each other.

Resource books were

developed for each core course as were writing resources
entitled "Writing Across the Curriculum".
Unique Programs at Miami-Dade
The Emphasis on Excellence program was designed to
encourage superior high school students to attend
Miami-Dade.

This program has invited outstanding students

to study in an honors program.

These students often have

strong leadership skills, and this was one way to encourage
them to remain in the community.

Scholarships have been

given to one hundred students annually who were in the top
10% of their high school class.

Saturday enrichment school

for high school students has allowed them to earn college
credit before entering college.

Talent Search has provided

a unique opportunity for first generation college students.
Lectures and seminars by nationally known speakers and
artists have been part of the Creative Focus Program which
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centers on the performing arts through the Lunchtime Lively
Arts Series.

A summer program for gifted and talented tenth

and eleventh graders who study physics, creative writing, or
computer science has been offered.

Each of the four

campuses has offered courses that parallel its own areas of
specialization.
Developmental Education at Miami-Dade
The CLAST

It is difficult to make up for years of deficiencies in
one or two semesters.

However, thirty percent of the

students who were successful on the College Level Academic
Skills Test (CLAST) at Miami-Dade were students who had
deficiencies when they entered.

Passing three out of four

parts on this test allowed students to have access to the
SUS (State University System) which they did not have when
they entered college.
In general, students who were deficient in only one
area were more likely to be successful than students who
were deficient in two or more areas.

Students enrolled in

two or three developmental courses in their first term were
more likely to drop out and had a lower retention rate than
students enrolled in a single developmental course (Garcia
and Romanik, 1984, p. 50).

Students who took one

developmental course were as likely as students who took
none to pass three out of four subtests on the CLAST, 86%
and 93% respectively.

Of those taking developmental courses
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in two areas, 63% passed; in three areas, 43% passed.
Nearly 58% passed all four subtests when they had taken one
developmental course as compared to 73.6% of those who had
taken no special courses.

In order to obtain an AA degree,

a student must pass all four subtests.

It is a possibility

that one academic area still remained weak despite
remediation and was a graduation barrier.

Minimum passing

scores on the CLAST rose in 1986 and again in 1989.
More M-D students have passed the test each year it has
been given.

The number who have passed all four tests has

risen from 62.7% in 1983 to 87.5% in the spring of 1985.
More positively, 63% of the students who took developmental
courses in two areas passed three out of four subtests on
the CLAST, and of those who took one developmental course,
57.8% passed all four subtests.

These students who had

initially been ineligible to gain entry to the SUS system
were now eligible because of the developmental courses taken
at Miami-Dade.

Almost one-fourth of those who passed the

CLAST were in the bottom quartile in at least one area when
they started college.

M-D does not know whether these

students were remediated in developmental classes or in
regular classes.

Only 14% of the 1981 entering freshmen

with skill deficiencies managed to take and pass the CLAST
test (Belcher, 1984, p.l).

Even though this is a low

percentage, these students did beat the odds .
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Both students and faculty perceived that developmental
classes were important.

Ninety-three percent of the

students taking developmental/ESL courses believed the
courses increased their chances of future academic success,
and 70% stated they could not have completed college without
developmental instruction {Garcia and Romanik, 1984) .
Results also indicated that the academically well-prepared
student, who enrolled at Miami-Dade, did well at other
institutions and was not academically handicapped by having
initially attended a community college {Belcher and Losak,
1985, p . 3).
Miami-Dade currently is collecting more data regarding
"successful completion" of a developmental course and
competency testing upon e xiting.

The data, however, has

been contaminated by the ESL courses for the non-native
English speaking population.

Exit level testing for

developmental courses has been common, but an M-D review
committee wanted it to be standardized so that the passing
of an exit exam would lead to a high probability of earning
a grade of a "C" or better in a regular college program.
Attrition Rates
Attrition rates at M-D do not, at first glance, look
encouraging.

Of those who failed all three of the CGP basic

skills tests at entry in 1981, 70.7% left within three years
with no degree .

Of those who passed all three tests, 49.6%

left with no degree, 19 . 3% earned a degree, and 21.3% were
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still enrolled three years later (Belcher & Losak, 1985,
p.4).

Dr. McCabe, the president at M-D, said that many

students remained in the system and were successful because
they took remedial coursework.

They simply would not have

been in college had they not had developmental courses
(McCabe, 1985).

He further stated that as few as one-third

of the students began college with the objective of
obtaining a degree.

Many of the students at community

colleges work, and many drop in and out of college (McCabe,
1985).
In 1984, the average graduate at M-D was in college
eleven semesters.
five years earlier.

More than 50% had begun their coursework
If a student planned on pursuing a

Bachelor's degree, they very often did not stay at the
community college long enough to graduate, but rather
transferred when they were near completion, because the AA
degree was not important to them.

One out of five students

in the SUS was a transfer from Miami-Dade, about twice the
number who actually graduated from the college.

The

transfer students did as well as those who began college at
a particular university, with 46.14% having a GPA of 3.0 or
higher as compared to 45.49% of the native students (McCabe,
1985).
In spite of the suspension of 15,000 students between
1978 and 1985, the completion rates and retention rates have
actually increased at Miami-Dade.

There was a slight drop
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in the number of graduates for one year between 1978 and
1982 when the new reforms were being implemented.

Of those

suspended between 1979 and 1984, approximately half
eventually returned.

Initially the retention and graduation

rates dropped for all ethnic groups, but by 1979, these
rates had returned to their former status.

In fact, 25%

more Blacks graduated in 1979 than in 1976.

Forty-six

percent of the full-time, first-year-in-college students in
1977 had either graduated or were still enrolled three years
later.

For the 1981 group, 53% were in school.

Less

talented students discontinued, usually after one term
(Losak & Morris, 1983, p.8).
Cost Effectiveness

M-0 estimated that $100,000 has been saved in
professional salaries by using the computerized Advisement
and Graduation Information System (AGIS) to check graduation
requirements.

Between 83-90% of the respondents thought the

AGIS system effectively provided information about courses
required for graduation.

The advisor easily could see what

courses a student needed to take next with this computerized
system.

With AGIS, all faculty members have become part of

the mandatory advisement process.

The system helped to

solve the lack of sophistication and preciseness in academic
advisement which has been universally criticized by faculty
and students.
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Standards Of Academic Progress and Academic Alert
Most students and faculty understood the Standards of
Academic Progress (SOAP) through which help and intervention
was offered, course load restricted, and advisement
implemented.

Because M-D is a tax-supported institution,

the college has no obligation to continue providing services
to students who have not indicated a willingness or ability
to take advantage of the system.

The suspension rates of

all ethnic groups declined, and the suspension rates for
Black students declined by an impressive 44%.

Seventy-six

percent of the students, and 60% of the faculty approved
continued funding in this area whereas 18% of the students
and 10% of the faculty disapproved.
Another implementation at M-D was the Academic Alert
(AA) letter which notified students of their performance at
the mid-term or sooner.

The percentage of students

performing satisfactorily in the middle of the term
increased from 45 to 52%.

The biggest problem mentioned

with the Academic Alert letter was its inconsistent
standards.

Professors sent out unsatisfactory notices for

different levels of performance and different numbers of
absences, even within the same campus.

The students

complained that the letters should identify a superior as
well as a satisfactory or unsatisfactory performance.
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Grades
Miami-Dade has been concerned about grade inflation.
The modal grade on their two campuses has been A.

When this

is included with the students who dropped out, however, A ' s
are about 1/4 of the ABCDF category.

Students with GPA's of

2 . 7 or 2.8 at M-D usually fall to 2.2. or 2.3 during their
first semester in the SUS system.

Their GPA's did increase,

however, once they had adjusted to their new environment.
Establishing a Retention Program
Retaining students has involved serving them in new and
more flexible ways in order to promote their success in
learning.
campus.

This should be the responsibility of the entire
In the future, institutions should move away from

traditional measures of quality (grades and attrition) and
instead look at student growth and development as a standard
of excellence.
Noel (1985) believed that instruction should be shifted
from an institutional perspective to a student one.

He

stated that the term dropout should be redefined in terms of
the student's educational objectives, not the institution's
record-keeping convenience.

Perhaps the student's intent

was to complete only one course or to take several courses
in a given field .

When students have achieved their

self-defined goals, they should be considered successful.
This should be the ultimate test of attrition.

For these

reasons, the college should know the student's goals at the
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time of enrollment.
The unique needs of the dropout-prone student should be
met.

The nonpersisting group can not be considered

homogeneous by age or characteristics.
Steps for Initiating a Retention Program
The following were ten steps that Noel (1985)
recommended for successful retention results:
1.

Decide to act--Create an awareness of the benefits to
both students and faculty of improving the quality of
learning on campus.

2.

Create Need--Create an awareness on campus of a need for
action.

Identify and pull together committed

supporters of pre-college education, risk-takers, early
innovators.

Examine the institutional data and compare

this with national data.

These first two steps could be

done informally by small groups.
3.

Identify Supporters--Be sure all key campus constituents
and units are represented on an ad hoc start-up
committee.

4.

Assemble Start-up Committee--Share campus retention
data.

Review data with new members to the group and

share the rationale.

The start-up committee should

provide a review of the retention literature, brainstorm
campus strengths and weaknesses, take a "futuring trip",
and arrive at a consensus on the retention effort.

The

recommendation should be made to the president that a
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formal retention project be initiated at this point,
should it be shown that the need exists.
5.

Formalize Effort--Create a formal campus committee for
retention.
support.

There must be presidential commitment and
He/she should identify a retention

coordinator who has the backing and confidence of the
administration, faculty, and students.

The task force,

appointed by the coordinator and the president, should
include members who can facilitate data collection and
analysis as well as those who have expertise in
organizational development, planned change
strategies, and staff training.

While balance is

important, priority should be given to the academic side
of the campus with faculty, academic deans, and academic
administrators well-represented .

At a small college,

8-12 members would be appropriate, while 18-24 would be
needed at a larger institution.

Student input should be

significant whether students are actually on the
committee or have been surveyed.
6.

Convene committee and display data--Generate awareness
and support throughout the campus.

Keep a steady flow

of information in order to maintain a high degree of
visibility.

This allows time for faculty and staff to

process the data.
7.

Begin Implementation--The campus should undertake
collaborative involvement to include large segments of
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the faculty and staff.

Institutions could use an

experienced, external retention authority to initiate
the campus effort.
8.

Establish priorities for action--Establish action
subconunittees whose membership extends beyond the
initial task force.

Select a number of priorities for

immediate action which might include:
improving classroom instruction
increasing the frequency and quality of out-of-class
contact between faculty and students
improving delivery of freshman intake services,
orientation, course placement, and life/career
planning
expanding the scope and effectiveness of academic
advising
responding systematically to the needs of transfer
students
providing in-service training in student relations
9.

Gain Top-Level Support--Link each change to the impact
it will have on student learning or persistence.
Quantify the financial support that will be needed.

10. Assess Impact--Evaluate and continuously review to
determine if the efforts have had the desired outcomes
and are still relevant.

Highlight those efforts that

need to be intensified and share the findings with the
total campus.

Successes should be celebrated (Noel,
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1985).
Phases of a Retention Program
Baseline data should be developed by colleges in order
to analyze progress or the lack of progress in terms of
student retention.

Enrollment should be analyzed to

determine when students leave.

Do they leave after one,

three, or six weeks?

Was the last day for drop/add a common

point for withdrawal?

Have students failed to return after

vacations, the first term, or the first year?

In a two-year

college, attrition ideally should be checked each term and
measured against student objectives at the point of
registration/matriculation.
In community colleges, attrition has been the greatest
between the first and second terms.
has not been uncommon.

A rate of sixty percent

Contact by a caring representative

of the college may result in a positive outcome.

The

student often has made the decision to leave but does not
act on this decision until a later date (Noel, 1985).
Some schools have taken a student's failure to
pre-register as a warning sign.

Others have tried to find

out the students' intentions by asking about their plans.
This could be done in class or via a post-card.

Then a

profile of persisters and nonpersisters could be developed.
The following data could be included:

test data,

demographic information, variables related to attendance,
grade point average, college major, number of
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extracurricular activities, whether the student has
voluntarily or involuntarily participated in special
programming, whether or not the student has held a job, and
if the job was on or off-campus.

Initially, files covering

the last six or seven years could be randomly examined .

One

hundred files would be sufficient for a small college while
500-1000 would be needed for a larger school .

Longitudinal

studies could be done with the next entering class.
Research designs (Patrick, Myers, and Van Dusen, 1979; and
Terenzini, 1982) would help with data collection.
Analyzing Student/Institutional Relationships
It was interesting that 55% of the students who entered
college in 1982 (Astin, Hemond, and Richardson, 1982)
reported that they expected to be satisfied with college.
Apparently, 45% expected to be somewhat dissatisfied .

Yet

74% of the students were attending the institution that was
their first choice and 20% the institution that was their
second choice.

Ninety-five percent said they planned to

graduate on time.

These were very unrealistic expectations

on the part of students.

Noel and Levitz (1985) reported

that only 40% of students graduated within three years at
two-year institutions and 57% within five years at four-year
schools.

Each rate would be lowered by ten points within

two and four years respectively (Noel and Levitz, 1985).
Further research should be done to help students develop
realistic expectations of themselves and their college.

The
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degree to which these expectations meet with reality is
likely to be the extent to which we see persistence behavior
on the part of the students.
Student Surveys
To what extent have students' needs been met?

How have

graduates viewed their experiences at the institution in
terms of their personal, educational, intellectual, career,
and social development?

Student opinions should include

questions about the following:

the library, food services,

lounge areas, classroom and laboratory facilities, learning
assistance center, tutorial assistance, career planning and
placement services, personal safety on campus, recreational
facilities, student organizations and activities, admissions
process, financial aid, rules, regulations, and procedures.
Although this data could be considered attitudinal, it
allows the institution to stay close to the student, the
ultimate consumer of educational services.
Social and Academic Integration
Intellectual as well as social integration has been
necessary for students to feel at home on campus and to
persist.

The institution should interpret the exact nature

of the product it has to offer so that outcomes can be
measured by institutional assessment.

Martin (1985)

advocated a flexible financial-aid package which was
bolstered with follow-up support services such as money
management training, job placement, and counseling geared to
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the student's individual needs.

Titley (1985) stressed that

orientation should be an on-going process, not something
done only at the beginning of a term.

Sprandel (1985)

suggested that career counseling should be individualized by
beginning at the student's developmental stage and should
move out of the career planning off ice to become part of the
curriculum.

Crockett (1985) said that advising should also

be viewed developmentally.

It should go beyond course

scheduling to facilitate student growth by teaching
decision-making skills (Noel, Levitz, and Saluri, 1985).
Forrest (1982) stated that there were six significant
operational features for campuses interested in making
institutional changes.

His study was small, based on 44 two

and four-year institutions.

He recommended the following:

1.

Substantive academic advising and orientation

2.

Sufficient depth and breadth of general education
component

3.

Instruction focused on relevant skill development

4.

Student-oriented goal statements and proficiency
examinations

5.

Campus-centered environment during the freshman year

6.

Evaluation of the institutions's ability to increase
student competence
In order to promote academic integration, the classroom

must be student-centered with sequentially developed steps
that move from the simple to the more complex at a pace and
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a level of mastery which has been agreed upon prior to
beginning the learning process.

Students should be clear

about their goals and purposes.
The faculty must have a sense of involvement in the
retention issue in order to have the conunitment necessary to
carry out such a program.

They need to understand that

retention is the by-product of improved programs and
services for students.

The more students learn, the more

likely they will stay in school (Forrest, 1982) .

A

collaborative campuswide effort should help the faculty to
become more involved in the retention process.

With less

attrition, there will greater job security because more
dollars will be gained in revenue to the institution.

The

work and learning environment should also be a more
stimulating one.
Evaluation of the Retention Bf fort
Collecting and analyzing data has been very important
in evaluating the retention effort.

A retention study

should find out what the institution has done well in order
that it may do more of it.

Campus services that need

further attention should be pinpointed.

The type of

intervention programs and practices that have been linked to
student success and student persistence should be explored.
Data should be collected regarding students who received
special attention or participated in special programs to
determine whether interventions were having the desired
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impact.

Students who would benefit from special services

should be targeted, and the programs should be validated.
Evaluation must be an on-going process.

There are many

reasons why students could be having difficulty, however,
and the college ought to interpret data cautiously.
The following have been reasons for doing an outcome
assessment:
To monitor--Was implementation parallel to design?
To assess impact and validate outcome claims--Were
institutional programs making a difference?
To identify areas for change--What aspects of the program
were not meeting the established goals?
To analyze cost-benefit--What was the balance between
effectiveness and efficiency? (Noel, 1985)
The data could serve as a catalyst for further action
and study .

It should alert faculty, staff, and

administrators about the attrition rate of students.

Many

faculty and staff have reported that they were unaware of
these figures (Noel, 1985).
Retention data should provide a starting point from
which improvement can be documented.

Data analysis has

served to integrate the approaches to student growth and
development, from admissions and initial advising to ongoing interactions with teachers, counselors, staff, and
administrators.

It has provided a mechanism for diagnosing

problems and prescribing needed changes.

The process should
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be part of the institution ' s evaluation and planning
activities.
The cost of doing nothing has always been greater than
the cost of doing something.

Obstacles should be removed so

that campus resources can be involved in solving problems
collaboratively.
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CHAP'l'ER III-METHODS
Data Analysis and Interpretation
Definition of the Population
Parkland College had an enrollment of 7911 students in
the fall of 1988.

Of those 7911 students, 1346 took a pre-

college course in one or more subjects; 612 were first-time
admittees to Parkland.

Every fall, on the tenth day of

class, Parkland must file a fall enrollment report with the
State of Illinois.

This report profiles the student body

and provides a percentage breakdown in the following
categories:
1.

Students who were first-time in college, transfer,
continuing, or returning after a stop-out

2.

Full-time or part-time status

3.

Day or evening students

4.

Freshman, sophomore, or unclassified status

5.

In-district, out-of-district, out-of-state, foreign

6.

Ethnicity

7.

Class Location--on or off campus, home study

8.

Age

9.

Sex

10. Program Intent--transfer, career, remedial, or general
studies
For purposes of comparison, this study focused on the
characteristics of the 7911 students in the regular program
at Parkland College.

It also profiled the 1346
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developmental students as well as the 612 first-time precollege students.
sample of 1346.

The 612 were roughly 48% of the larger
These Freshman, who were first-time

attendees at Parkland in the fall of 1988, were identified
by Social Security number.

The Social Security numbers were

then compared to registration data in the fall of 1989 to
determine if these students had returned for another term.
Thus, there were three populations studied, the regular
students, the developmental students, and the first-time
developmental students.

Table I documents these findings.

Generalizabilty
This study was applicable to the population that
enrolled at Parkland in the fall of 1988.

It described the

population for that term as well as identified
characteristics of the developmental population for the same
time period.

It can not be generalized to other years at

Parkland or to other community colleges or four year
institutions.
Design of the Study
The Chi-Square Test of Association was chosen to
determine the significance of the observed differences
between the independent variables (Clarke and Minium, 1982)
in the categories of high school rank, sex, ethnicity,
intent (career, transfer, other), age, and part-time or
full-time status.

The observed numbers were then compared

with the expected numbers to see if they were statistically
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significant at the .05 level.

Chi-Square tentatively

assumed that there was no significant difference between the
observed and expected values.

It should be noted, however,

that Chi-Square measured the probability of an association
due to chance, not the degree of association, practical
significance, or causation.
Finally, a Multiple Regression Analysis was done
(Lindeman, Merenda, and Gold, 1980) to determine the effect
of high school rank, sex, ethnicity, and intent in
predicting the potential dropout.

These four areas were

selected because of their significance in the
Chi-Square Test of Association.

This Multiple Regression,

which took all four variables into consideration, accounted
for 7% of the variance in dropping out.

With regression,

the desired result was to predict the relationship observed
in the sample to the general population.

The likelihood of

such accuracy should increase with the strength of the
correlation, which was not very strong in this study.
Data Collection
Dr. Paul Kunkel, Director of Research and Planning at
Parkland College, was assisted by Linda Parent in locating
pertinent information from the existing data bank.

The data

was collected by Social Security number using various
categories already available in the Parkland computer
system.

The information corresponded to the fall enrollment

report for the state of Illinois.

It was then transferred
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by disk to the Statistical Analysis System at the University
of Illinois, Urbana-Champaign, where the Chi-Square Test of
Association and the Multiple Regression Analysis were
performed.
Analysis of Fall Enrollment Statistics
Parkland's pre-college program had a higher percentage
of first-time students than the college as a whole, 47.9% as
compared to 28.9%.

Forty-three percent of Parkland's

population continued in the fall of 1988 from the spring of
1988 while only 31.8% of the pre-college students did so.
The transfer category was similar for both groups.

The

regular population seemed slightly more prone to stoppingout (24.7%) as compared to the underprepared population
(16.4%).
The developmental population was more likely to be
full-time than the college as a whole.

In fact the

statistics were completely reversed from those in the fall
enrollment report.

Thus, more of the pre-college students

were attending full-time (63.7%) as opposed to their
nonremedial counterparts.

Seventy-seven percent of the

first-time developmental students were enrolled full-time.
The developmental program had more Black students than
the regular college, 15.4% to 6.6%.

It also was attracting

more men than the college as a whole, 47.3% to 39.8%.

Thus,

Blacks and males were entering the pre-college program at a
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higher rate than might be anticipated from the frequency
tables of the entire college.
While the statistics that related to age were not that
different from the anticipated frequencies, there were
significantly more students in the 21-24 age range than
expected, 34.9% to 17.8%.

Thus, 63% of the students were 24

and under in the pre-college category as opposed to 47% of
the whole college.
were under 24.

Nearly 84% of the first-time admittees

This points to a higher percentage of

younger students than might be expected.

Approximately 53%

of the total college was over 25 compared to only 37% of the
pre-college group and 15.7% of the first-time, underprepared
population.
To summarize, the pre-college group was younger,
predominantly full-time, and had more males and more Blacks
than the college as a whole.

Parkland was also attracting a

higher percentage of first-time students in the pre-college
program than in its regular program.
First-Time Pre-College Students
This study also looked at the 612 first-time students
taking developmental coursework in reading, math, English,
social studies, or accounting.

Fall enrollment data was

obtained for 1989 to see if these students had re-enrolled.
First-time students were selected because the data was less
contaminated than data of students who had previously
attended Parkland.

A profile could then be drawn of the
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developmental student who was likely to become a
nonpersister.

The tables on the following pages illustrate

the findings based on the Chi-Square Test of Association.
Discussion Related to First-Time Pre-College Students
The high school quartile was looked at for first-time
students and compared to the deviation from expected numbers
in four categories.

The bottom quartile had a significant

dropout rate at the .OS level.

Even though the third

quartile did not significantly deviate from what was
expected, there were large numbers of dropouts in this
category.

The third and fourth quartiles comprised 144 of

the 184 total dropouts in this sample (65.5%).

(See Table

II.)
From Table I, it can be interpreted that Parkland lost
approximately 50% of its population in 1989.

These students

may re-enroll again at a later date as indicated by the high
re-entry rate.

Table III shows that men contributed more to

the dropout rate than women.

Nearly 50% of the men in the

developmental population dropped out, significantly more
than expected.

Slightly under 40% of the women dropped out,

which was not statistically significant.

Remedial students

were not dropping out at a higher rate than the entire
school, however, the male remedial student was dropping out
at a significantly higher rate than the underprepared
female.
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Black students dropped out at a significantly higher
rate than would be expected.

They made up 6.6% of

Parkland's total, 15.5% of the developmental population, and
12.9% of first-time students.
closer to 20%.

They dropped out at a rate

Based on the Chi-Square formula, the

probability of the Black student dropping out was
significant at the .05 level.

(See Table IV.)

Part-time students dropped out at a significantly
higher rate than expected, and accounted for 72 of the 274
dropouts in the fall of 1989.

There were another 94

students, some part-time and some full-time, who did not
register for a second term in the Spring of 1988.
Table V.)

This was nearly 17% of the sample.

(See

Eleven

students (about 12% of the Spring dropouts) returned in the
fall of 1989.

Part-time students comprised 36.3% of the

developmental population and 22.7% of the first-time
students.

Over half of the first-time, part-time students

dropped out, significantly more than expected.

(See Table

VI.)
In terms of intent, students who were preparing for a
new or first career were combined with those who were trying
to improve their occupational skills.

Transfer students

were kept in a separate category, and students who were at
Parkland to remedy basic skills, explore career options,
pursue personal interests, or for other reasons were placed
together in a group.

Transfer students did not return at a
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significantly higher rate than expected.

However, the

obvious goal would be for a transfer student not to return.
Thus, while this category was significant, that would be the
desired effect.

(See Table VII.)

While there was a large proportion of missing data
regarding ACT scores (49%), and the evidence was not
statistically significant, it seemed that a large number of
students with scores in the 0-12 range did drop out of
Parkland .

Of the available scores, the dropouts accounted

for 45% of those students with ACT scores of 0-12.
Age was not a predictor of dropping out in this study.
Based on percentages, however, the 17-20 year olds accounted
for 51% of the dropouts and those 21-24 comprised 34%.

This

was not significant because these younger students comprised
a very large percentage of the first-time group.

The older

student, who was above 25, accounted for about 15% of the
dropout rate.

(See Table IX.)

111
CHAPTER IV-RESULTS AND DISCUSSION
In summary, from the Chi-Square Tests and the Multiple
Regression Analysis, Parkland should pay special attention
to those students in the fourth high school quartiles who
are Black, male, or part-time.

If ACT information is

available, those in the 0-12 range should be given extensive
intervention.

It would also seem that the younger students,

17-24, should be counseled as they comprised a high
percentage of the first-time and dropout population in the
pre-college category at Parkland in 1989.
Because large numbers of part-time students dropped out
of the underprepared program, they should be assessed.

This

data should include their socio-economic status, family and
working situation, and means of transportation.

Because the

full-time students are already being tested, there is no
justification in not assessing the part-time students.
Study programs may be difficult for students in this low
skill category so it is extremely important that they take
courses at the appropriate level.
It is commendable that the developmental program is
attracting more Blacks and more males than the college as a
whole which is more heavily weighted toward the White
female.

However, academic programs, guidance, and career

counseling must address their unique needs so they remain a
part of the population that stays in school.

They must be

reminded frequently to be realistic in their expectations
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and of how their career goals and educational goals are
intertwined.

Teaching decision-making skills would be a

valuable addition to the curriculum.

Possibly establishing

support groups for these populations would be helpful in
keeping them in school.
Of the 612 students in the sample, 96 listed themselves
as economically disadvantaged.

(See Table XI.)

While this

was too small a sample to analyze, it could be an important
area for future study.

Other factors appeared to be present

that impacted on retention at Parkland and were currently
not available from the existing data file.
Better intake data is needed at Parkland College.

The

institution must know why the students are in school in
order to determine if the college is meeting their needs.
This will create the need for more counselors to interact
with the students on an academic and personal level upon
entry.

It would be through a counselor-student interview

that this data could be obtained.

The counselors could also

interpret test scores for full and part-time students so
that the students better understand why they are being
placed in certain courses.
Because this was the first study of its nature at
Parkland, it should be repeated again to determine whether
the results are consistent over time.

It could be done

using similar populations or by studying the college as a
whole.

If new information was added to the current computer
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files, Parkland would have useful knowledge for program
planning.

A formal evaluation effort is critical, and such

data would provide support for either continuing,
discontinuing, or adding programs.
Recommendations and Program Implications
Keeping youth in school has not been our only goal, but
rather there has been a need to give them an opportunity for
learning (Webb, 1987).

Traditional school programs and

isolated remediation have not been effective with at-risk
youth.

A cohesive, integrated effort that combines

intensive sustained counseling, individualized instruction,
a competency based curriculum, school/business
collaboration, improved incentives, and heightened
accountability for dropouts has been effective (Hahn, 1987).
Additional recommendations support better entry data.
At the time a student exits, there should be an attempt to
determine if his/her goals have been met.

If they have,

then the student should not be considered a dropout
statistic.

Recruitment efforts should concentrate on the

type of student the institution is best able to serve.
Orientation should be a mandatory, quality experience that
is linked with advising and carries the student through the

critical first term.

Scheduling campus events more than one

time, as well as offering programs over the noon hour, shows
a commitment to student involvement.

The student's family

might attend if recreational or day care passes were
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available.

A small fee could be charged for these services.

Students have learned more, were more likely to
persist, and graduates were more satisfied when their
coursework was meaningful (Forrest, 1985).

These

conclusions were also supported by Involvement in Learning
(1984) where students participated in debates, in-class
presentations, simulations, internships, and experiential
learning.

Although a definitive cause and effect

relationship could not be determined, it seemed likely that
greater motivation and self-confidence resulted when skills
and knowledge were relevant to the students' lives.
The keys to retention have been a student-centered
curriculum and methodology, vocational training as well as
remediation in basic skills, extensive counseling,
self-esteem development, and staff selection.

No single

method has worked for all students, but an integrative
approach into a comprehensive and cohesive whole has seemed
to increase student persistence.
The Developmental Education Committee at Parkland
College should look at the written information that
describes their various programs.

Because these brochures

and handbooks are rewritten every year, the following
questions should be asked:
1.

Does the written material match with what is actually
taking place?

2.

What documentation is available?
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3.

Does the college deliver what it says it can?
The composition of the student body in the pre-

collegiate category should be analyzed.
parent, low-income?

Were they single-

Did they have school-age children?

What were their child care arrangements?
health history?
children?

What was their

What was the health history of their

What was their home situation like?

Did they

have a spouse or significant other who was supportive?
their other support systems in place?
was available for them?
get to school?
retention.

Were

What transportation

Were they dependent on others to

All of these factors impact student

The more information that is available, the more

likely it will be that programs can be designed to meet the
needs of a wide range of students.
Conclusion
The Future
In the 21st century there will be a lowered demand for
services to traditional-aged students.

Hodgkinson (1983)

suggested that colleges will have to plan for a decline in
the numbers of 17-24 year-olds during the 80's and 90's.
The baby-boomers, who will be 40-50 in the 90's, will
continue to return to school.

Women and minorities have

more educational opportunity than ever before.

More

skilled, adaptable, and innovative labor who are flexible
and less hierarchical will be needed.

There will be a

growing interdependence of workers, so educators must forge
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the way for a better balance between independence and
teamwork .

Institutions should prepare pupils for active and

continuous involvement in their own lifelong education.

The

more students invest in the learning process, the greater
their growth and achievement (Involvement in Learning, 1984,
p. 17).

Industry and professional societies are educating

their people independently of colleges and universities and
are creating competition between educational institutions
and other experiences.

This is further aggravated because

state legislatures have supported certification of many
programs outside the traditional classroom (Cross, 1981).
In Roueche and Baker's 1985 study of secondary schools,
they drew four conclusions that could perhaps apply to the
community college as well:
1.

Our schools ask too little time of students .

2.

We ask too little mental effort of students.

3.

We allow students to take too many inconsequential
courses.

4.

We tolerate ineffective teaching.
Based on their research, Roueche and Baker (1987)

concluded that outstanding schools had increased time-ontask with an emphasis on "solid subjects".

Excellent

schools were "run" as opposed to merely "running".

Non-

instructional activities were held to a minimum and
efficient instruction, which was student-centered, was the
goal.

Co-Curricular activities were designed to develop the
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whole individual, both academically and non-academically.
Teachers believed that students could learn and felt
responsible to help them do so.

These teachers were

involved in the decision-making process whether it related
to choosing textbooks or establishing outcome criteria.
There was both strong leadership in these outstanding
schools and inservice education that aligned with
instruction, evaluation, and community involvement.
Organizationally, these excellent secondary schools were
growth-oriented .
schools.

The administrators had a vision for their

They recognized and rewarded staff accomplishments

as well as confronted unacceptable performance.

The staff

and administration worked closely and collaborated (Roueche
and Baker, 1987).
Teaching institutions must have their own dignity,
worth, and intellectual challenge.

These colleges should be

as concerned about adult development as they have been about
adolescent development.

The mission of colleges should be

to develop creative, thinking, caring human beings.

Cross

(1987) believed we should be in the business of moral,
personal, and intellectual development and that
interpersonal skills can and should be taught.

She further

envisioned that higher education in the twenty-first century
would be more human and personalized with multiple options,
personal choice, and individualized learning.
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APPENDIX

Table I-FALL 1988 ENROLLMENT STATISTICS FOR PARKLAND
COLLEGE AND FOR THE PRE-COLLEGE POPULATION

HEADCOUNT:

WHOLE
COLLEGE
7911

PRE
COLLEGE
1346
7911

FIRSTTIME
612
7911

1.

First-time in college
28.9%
Transfer from another college 3.6%
Continuing without a break
42.5
24.7%
Returning after a stop-out

47.9%
3.8%
31. 8%
16.4%

100%

2.

Full-time
Part-time

36.2%
63.8%

63.7%
36.3%

77.3%
22.7%

3.

Day
Evening

62.7%
37.3%

4.

Freshman
Sophomore
Unclassified

57.8%
22.5%
19.7

5.

In-district
Out-of-district
Out-of-state
Foreign

87.8%
11. 3%
.2%
.7%

6.

White
Black
Other

88.4%
6.6%
5.0%

77.5%
15.4%
7.1%

80.5%
12.9%
6.5%

7.

Classes held:
on-campus
off-campus
home study

87.9%
11.4%
.6%

Age:
17-20
21-24
25-30
31-39
40-55
56+

29.2%
17.8
18.2%
17.6%
10.7%
2.9%

28.1%
53.4%
34.9%
30.7%
13.8% 25+15.7%
13.8%
8.5%
.7

Male
Female

39.8%
60.2%

47.3%
52.7

8.

9.

10. Transfer Program
Career Program
Remedial
General Studies

44.1%
48.3%
1.5%
6.1%

51.8%
48.2%
13.1%
83.7%

TABLE II
CHI-SQUARE FOR FIRST TIME: HIGH SCHOOL RANK AND FALL STATUS
TABLE OF HSRANK BY FALLST
HS RANK
FREQUENCY
EXPECTED
DEVIATION
CELL CHI2
PERCENT
ROW PCT
COL PCT

FALLST
I
I

I

I

I

I
IN

IY

I TOTAL

----------------+--------+--------+

TOP QUARTILE

I

11
16. o
-5.o
11.54328
I 2. 51
I 28.95
I 5 . 98

I
I

I

27
22. o
5.o
11.11796
I 6. 16
I 11.05
I lo. 63

I
I

I

38

I
I
I

8.68

I
I
I

113

I
I
I

----------------+--------+--------+

SECOND QUARTILE I

29 I
I 4 7. 5 I
I -18 . 5 I

17.18665
I 6. 62
I 25.66
I 15.76

84
65. 5
18. 5
15.20608
I 19. 18
I 74.34
I 33.07

I

I

25.80

I
I

----------------+--------+--------+
I
76 I
91 I

111IRD QUARTILE

I

I

10.2 I

5.8

I. 486936
I 17.35
I 45.51
I 41.30

96.8
I
-5.8
I. 352741
I 20.78
I 54.49
I 35.83

167

I
I

I

I 38.13
I
I

----------------+--------+--------+

BOTTOM QUARTILE I

68
50.4
17.6
16.13705
I 15.53
I 56.67
I 36.96

52
69 . 6
-17.6
14.44573
I 11.87
I 43.33
I 20.47

120
I
I
I
I
I 27.40
I
I

42.01

57.99
DF

438
100.00
VALUE

I
I

I
I
I

----------------+--------+--------+
184
254

TOTAL

STATISTIC

PROB

-----------------------------------------------------CHI -SQUARE
LIKELIHOOD RATIO CHI-SQUARE
MANTEL-HAENSZEL CHI-SQUARE
PHI
CONTINGENCY COEFFIC IENT
CRAMER'S V

3
3

1

26.476
27.147
23.149
0.246
0.239
0.246

EFFECTIVE SAMPLE SIZE = 438
FREQUENCY MISSING = 174
WARNING: 28% OF TITE DATA ARE MISSING.

0.000
0.000
0.000

TABLE III
CHI-SQUARE TEST FOR SEX Mm FALL STATUS
TABLE OF SEX BY FALLST
SEX

FALLST

FREQUENCY I
EXPECTED I
DEVI ATION I
CELL CHI2 1
PERCENT I
ROW PCT I
COL PCT IN

IY

I

---------+--------+--------+
MALE
I
157 I
160 I
141. 9
I 15 . 1
11. 60121
I 25.65
I 49.53
I 57.30

115. 1
I - 15 . 1
11.29807
I 26.14
I 50.47
I 47.34

117
132.1
-15.1
I
11. 12069
I 19.12
I 39 . 66
I 42.10

178
162.9
I
15.1
11 . 39488
I 29 . 08
I 60.34
I 52.66

44.77

55.23

I

I

TOTAL
317

I

I
I
I

I

51.80

I

---------+--------+--------+

FEMALE

I
I

I

I

I

I

295

I

I
I
I

48.20

I

------- --+--------+-------+
TOTAL
274
338

612
100.00

STATISTICS FOR TABLE OF SEX BY Fl\LLST
STATISTIC
CHI-SQUARE
LIKELIHOOD RATIO CHI - SQUARE
CONTINUITY ADJ. CHI - SQUARE
MANTEL-HAENSZEL CHI-SQUARE
FISHER'S EXACT TEST (!-TAIL)
(2 -TAIL)
PHI
CONTINGENCY COEFFI CIENT
CRAMER'S V
SAMPLE SIZE = 612

DF

VALUE

PROB

1
1
1
1

6 . 015
6.028
5.623
6.005

0.014
0 . 014
0.018
0.014
0.009
0.015

0.099
0.099
0.099

TABLE IV
CHI-SQUARE TEST FOR ETHNICITY AND FALL STATUS
TABLE OF ETHNIC BY FALLST
FALLST

ETHNIC

FREQUENCY I
EXPECTED I
DEVIATION I
CELL CHI2 I
PERCENT I
ROW PCT I
COL PCT IN

IY

I TOTAL

---------+--------+--------+

OTHER

I

12
11. 9
-5.9
11.94937
I
1.96
I 30.00
I 4.38

I
I

I
I
I

28 I
22. 1 I
5.9 I
11.58026 I
I 4.58 I
I 10.00 I
I 8.28 I

40

6.54

---------+----- ---+--------+

BLACK

I
54 I
25 I
79
I
35.4 I
43.6 I
18.6 I -18 .6 I
I
I 9.8137 17.95549 I
I
8.82 I
4.08 I 12.91
I 68.35 I 31.65 I
I 19. 11 I
1. 40 I

---------+--------+--------+

WHITE

I

I
I
I

208
220.1
-12.1
I .733297
I 33.99
I 42.19
I 75.91

285
212.3
12.1
I .594448
I 46.57
I 57.81
I 84.32

44.77

55.23

I
I

I
I
I

I
I

80.56

I
I

---------+--------+--------+
274
338

TOTAL

493

612
100 .00

STATISTICS FOR TABLE OF ETHNIC BY FALLST
STATISTIC

DF

VALUE

PROB

2

22.627
22.852
0.948
0.192
0.189
0.192

0.000
0.000
0.330

------ ---------------- ----------- --------------------CHI-SQUARE
LIKELIHOOD RATIO CHI-SQUARE
MANTEL-HAENSZEL CHI-SQUARE
PHI

CONTINGENCY COEFFICIENT
CRAMER'S V
SAMPLE SIZE

= 612

2
1

TABLE V
CHI-SQUARE TEST FOR SPRING WORK LOAD AND NEXT FALL STATUS
TABLE OF SPRNGHRS BY FALLST
SPRNGHRS

FALLST

FREQUENCY
EXPECTED
DEVI ATION
CELL CHI2
PERCENT
ROW PCT
COL PCT

I
I
I
I
I
I
IN

IY

I TOTAL

I
11
I
58.o
I - 47.o
138 . 0768
I
i. 80
I 10.48
I
3. 25

I
I
I
I
I
I

----------+--------+--------+
o I
94
I
47.o
I
47.o
146.9706
I 15 . 36
I 89.52
I 34. 31

105

11 . 16

I

----- -----+--------+-------+
PART-TIME I
54 I
65 I
I

53. 3 I

10.00979
I 8.82
I 45.38
I 19.71

65. 1
I
-o.7
I .007937
I 10.62
I 54.62
I 19.23

I

I

I

0.1

119

I

I

I
I
I

19.44

I

----------+--------+
--------+
FULL-TIME I
126 I
262 I
173.7
I -41. 1
113.1048
I 20.59
I 32.47
I 45.99

I

4 7. 7

110.6235
I 42.81
I 67 .53
I 77.51

I
I
I
I
I

----------+--------+--------+
274
338

TOTAL

44.77

388

214.3 I

55.23

63.40

612
100.00

STATISTICS FOR TABLE OF SPRNGHRS BY FALLST
STATISTIC
CHI - SQUARE
LIKELIHOOD RATIO CHI- SQUARE
MANTEL -HAENSZEL CHI - SQUARE
PHI
CONTINGENCY COEFFICIENT
CRAMER ' S V
SAMPLE SIZE

= 612

OF

VALUE

2
2
1

108 . 793
118. 133
70.469
0.422
0.389
0.422

PROB
0.000
0.000
0.000

TABLE VI
CHI-SQUARE TEST FOR FALL

WORK LOAD AND NEXT FALL STATUS

TABLE OF FALLHRS BY FALLST
FALLHRS
FREQUENCY
EXPECTED
DEVIATION
CELL CHI2
PERCENT
ROW PCT
COL PCT

FALLST
I
I
I
I
I
I
IN

IY

I TOTAL

I
76.8
I
-9.8
11 .24288
I 10.95
I 48.20
I 19.82

I

----------+--------+-------+
72 I
67 I

PART-TIME I

I
I

62 . 2
9.8
11.53319
I 11.76
I 51.80
I 26.28

139

I
I

I 22.11
I
I

----------+--------+-------+
202 I
271 I

FULL-TIME I

I 211.8
I -9.8
I .450556
I 33.01
I 42.11
I 73.72

I 26i.2
I
9.8
I . 365244
I 44.28

44.77

55.23

I

I

473

I
I
I

I
57 . 29 I
80.18 I

----------+---- 274
----+--------+
TOTAL
338

77.29

612
100.00

STATISTICS FOR TABLE OF FALLHRS DY FALLST
STATISTIC

DF

CHI-SQUARE
LIKELIHOOD RATIO CHI-SQUARE
CONTINUITY ADJ. CHI-SQUARE
MANTEL-HAENSZEL CHI-SQUARE
FISi!ER' S EXACT TEST (1-TAIL)
(2-TAI L)
PHI
CONTINGENCY COEFFICIENT
CRAMER'S V
SAMPLE SI ZE

= 612

1
1

1
1

VALUE

PROB

3 .592

0.058
0.059

3.576
3 . 234
3.586

0 .072
0 .058

0 .036
0 . 065

0.077
0.076

0.077

TABLE VII
CHI-SQUARE TEST FOR INTENT AND FALL STATUS
TABLE OF INTENT BY FALLST
INTENT

FALLST

FREQUENCY I
EXPECTED I
DEVIATION I
CELL CHI21
PERCENT I
ROW PCT I
COL PCT IN

IY

I TOTAL

---------+--------+--------+

CAREER

I
219 I
293 I
I 229.2 I 282.8 I

I -10.2
I .456433
I 35.78
I 42.77

I
10.2
I .310008
I 47.88
I 57.23
I 79.93 I 86.69

I

I
I

I

512

I
I

I

83.66

I

---------+--------+--------+

OTHER

10
9.o
I
1.0
I .122132
I
1.63
I 50.00
I 3.65

I
I

10
11.0
I -1.0
I .099006
I
1.63
I 50.00
I 2.96

I

20

I
I
I

3.21

I
I

---------+--------+--------+

TRANSFER I

45 I
35
I 35.8 I 44.2
I
9.2 I
-9.2
I 2.3544 I 1.9086

I

I

I

I
I
I
I

7.35 I
56.25 I
16. 42 I

5.72 I
43.75 I
10. 36 I

44.77

55.23

---------+--------+--------+
TOTAL
274
338

80

u.01

612
100.00

STATISTICS FOR TABLE OF INTENT BY FALLST
STATISTIC

DF

VALUE

PROB

2

5 .311

2
1

5.281
5.280
0.093

0.070
0.071

-----------------------------------------------------CHI-SQUARE
LIKELIHOOD RATIO CHI-SQUARE
MANTEL-HAENSZEL CHI-SQUARE
PHI
CONTINGENCY COEFFICIENT
CRAMER'S V
SAMPLE SIZE

= 612

0.093

0.093

0.022

TABLE VIII
CHI-SQUARE TEST FOR ACT COMP AND FALL STATUS
TABLE OF ACTCOMP BY FALLST
ACTCOMP

FALLST

FREQUENCY I
EXPECTED I
DEVIATION I
CELL CHI21
PERCENT I
ROW PCT I
COL PCT IN

I

TOTAL

69 I
78. 8 I

125

IY

---------+--------+--------+

0-12

I
I
I

56 I
46. 2 I
9. 8

12.06854
I 18.01
I 44.80
I 48.70

-9. 8

I

11.21369
I 22.19
I 55.20
I 35.20

I

I

I 40.19
I
I

---------+--------+--------+

13-16

I
I

I

39 I
43. 6 I

4. 6

I

I .288689
I 25.40
I 66.95
I 40.31

I
I
I
I

I
I

15
18.1
I
-3.1
I . 536895
4.82
I
I 30.61
I 13.04

I
34
I
30.9
I
3.1
I .315015
I 10.93
I 69.39
I 17.35

I

49

I
I
I
I
I
I

15. 76

I
5
1. o
I
-2.0
I
I .584076
I 1.61
I 26.32
I 4. 35

I
I
I

14
12. o
2.0
I .342698
I 4.5o
I 73.68
I 7. 14

I
I

36.98

63.02
DF

---------+--------+--------+

11-20

---------+--------+--------+

2i+

I
I
I
I
I

---------+--------+--------+
115
196

TOTAL
STATISTIC

118

I .492026
I 12.54
I 33.05
I 33.91

-4. 6

I

79 I
74. 4 I

37.94

19

6.11

311

100 .00
VALUE

CHI-SQUARE
3
5.842
LIKELIHOOD RATIO CHI-SQUARE
3
5 .847
MANTEL-HAENSZEL CHI-SQUARE
1
5.797
PHI
0.137
CONTINGENCY COEFFICIENT
0.136
CRAMER'S V
0.137
EFFECTIVE SAMPLE SIZE = 311
FREQUENCY MISSING = 301
WARNING : 49% OF THE DATA ARE MISSING.

PROB
0.120
0.119
0.016

TABLE IX
CHI-SQUARE TEST FOR AGE AND FALL STATUS
TABLE OF BIRTHDAY BY FALLST
BIRTIIDAY

FALLST

FREQUENCY I
EXPECTED I
DEVIATION I
CELL CHI2 I
PERCENT I
ROW PCT I
COL PCT IN
IY
I TOTAL
-------- -+--- - - - - -+-- - ---- -+
25+
I
4o I
56 I
96
I
42. 9 I
53 . 1 I
I - 2. 9 I
2.9 I
I . 195204 I . 157665 I
I 6. 55 I
9. 11 I 15. 11
I 41.67 I 58.33 I
I 14 . 65 I 16.57 I
---------+- - --- - - -+------- -+
21 - 24
I
94 I
94 I
188
I 84.o I 104.o I
I 10.0 I -10.0 I
11 . 19048 l.961538 I
I 15. 38 I 15. 38 I 30. n
I 50.00 I 50.00 I
I 34.43 I 21 .81 I
----- -- --+--------+---- ----+
11 - 20
I
139 I
188 I
327
I 146. 1 I 180 . 9 I
I
-1. 1 I
1. 1 I
I .345643 I .279173 I
I 22 . 75 I 30.77 I 53.52
42.5 1 I 57 .49 I
I 50 . 92 I 55 . 62 I
- -- -- -- - -+-- - -----+--------+
TOTAL
273
338
611
55 . 32
100.00
44 . 68

STATISTIC

DF

VALUE

PROB

2
2
1

3. 130
3.121
0.280
0.072
0.07 1
0.072

0 .209
0.21 0
0 . 597

------------- --------- -------------------------------CHI-SQUARE
LI KELIHOOD RATIO CHI - SQUARE
MANTEL-HAENSZEL CHI-SQUARE
PHI
CONTINGENCY COEFFICIENT
CRAMER'S V
SAMPLE SIZE

= 61 1

TABLE X
MULTIPLE REGRESSION
DEP VARIABLE: DROP
ANALYSIS OF VARIANCE
SOURCE

DF

SUH OF
SQUARES

HEAN
SQUARE

HODEL
ERROR
C TOTAL

4
433
437

7.41985260
99.28334375
106.70320

ROOT HSE
DEP HEAN

0.4788442
0.5799087
82. 57235

c.v.

F VALUE

PROB>F

1.85496315
0 . 22929179

8.090

0.0001

R-SQUARE
ADJ R-SQ

0.0695
0.0609

PARAMETER ESTIMATES

VARIABLE

OF

PARAMETER
ESTIMATE

STANDARD
ERROR

T FOR HO:
PAR/\METER=O

PROB > !Tl

INTERCEP
SEX
HS RANK
ETHNIC
INTENT

1
1
1
1
1

0.72068530
0.06276524
-0.11886904
0.03456422
-0.04036481

0.17282433
0.04615866
0.02502391
0.02826683
0.02183297

4.170
1.360
-4.751
1.223
-1. 849

0.0001
0.1746
0.0001
0.2221
0 . 0652

TABLE XI
FREQ DIST FOR DISADVANTAGED STATUS
DISADST
0
1
2
3

FREQUENCY
394
15
122
81

PERCENT
64.4
2.5
19.9
13.2

CUMULATIVE
FREQUENCY
394
409
531
612

CUMULATIVE
PERCENT
64.4
66.8
86.8
100.0

